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ABSTRACT 
A CASE STUDY OF A MENTORING PROGRAM 
IN AN URBAN MIDDLE SCHOOL 
MAY, 1996 
ROBERT MARTIN JR, B.A., UNIVERSITY OF MASSACHUSETTS, AMHERST 
M.ED. , ANTIOCH UNIVERSITY 
ED.D., UNIVERSITY OF MASSACHUSETTS, AMHERST 
Directed by: Richard Clark 
Across the country many mentoring programs are 
developing, which are designed to match interested adults 
with students who need help with getting through school, 
making career decisions and coming into young adulthood in 
the twenty-first century. Since the 1980Ts a significant 
number of mentoring programs have been eagerly received by 
educators, through businesses partnerships. But, there is 
much disagreement among the supporters of the mentoring 
movement about exactly what should constitute a mentoring 
relationship, how early in a student's life mentoring 
should begin, and whether these relationships can be 
developed on a large scale. Moreover, mentoring is more than 
a business partnership project. It is a series of complex 
relationships that often fail. Given the state of urban 
families and schools, coupled with the state and federal 
government's reluctance to fund more educational personnel, 
it becomes critical to find the best ways to take advantage 
v 
of the largess of the business community in implementing 
urban mentoring programs. Therefore the study of an urban 
mentoring program was essential. This research looked for 
areas of success for others who wish to initiate urban 
middle school mentoring programs may be more successful. 
Within the context of the John W. McCormack Middle 
School-business partnership quantitative data was collected 
to discern what constitutes the profile of an ideal mentor 
for early adolescents. Further, this study identified which 
factors motivate an urban adolescent to become involved with 
an adult tutor/mentor. 
Lastly, the study identified which factors motivate 
working adults and their tutees to volunteer to work with 
one another in an urban middle school. This study's 
quantitative data was collected from participating adults 
and students. The results were supported by interviews. 
Furthermore the results confirm what was found in the 
evaluation reports of Career Beginnings and The Partners in 
Growth studies. The results of this study are very 
important because of the recent nationwide emphasis on 
school-business partnerships that involve using their human 
resources rather than direct financial philanthropy. 
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CHAPTER 1 
INTRODUCTION 
Currently both politicians and corporate leaders are 
involved in establishing and recommending a variety of their 
own uncoordinated and exclusionary visions of educational 
reform. The state and federal governments have proven 
historically that though they plan for school improvement, 
they are unwilling to fully fund these plans; nor will they 
even fund public education to 1980's levels. Consequently, 
volunteerism from the corporate sector has become a key 
component in filling the financial and human gap in each of 
these legislated visions. This volunteerism deserves 
attention, and I have chosen to study one aspect of this 
relationship between public schools and corporate America: a 
collaborative. 
First, I selectively reviewed the history of mentoring in 
urban school districts across the United States. A number of 
businesses have invested in landmark partnerships, based on 
the social, political and economic circumstances at the 
time. Others were the result of federal assistance or 
individual entrepreneurialship, i.e. Eugene Lang. After 
reviewing the available historical and theoretical research 
on tutor/mentoring programs, I focused on the John W. 
McCormack Middle School located in Dorchester, Massachusetts 
and on the mentor/tutor program there that resulted from a 
school business partnership. 
The selected site was a typical middle school with the 
usual urban profile of overenrollment, underachievement, an 
experienced faculty and racial, ethnic and linguistic 
diversity. Seventy-five per cent of the student population 
met the federal economic guidelines for free lunch 
eligibility. Within this context a tutoring/mentoring 
program was begun through the efforts of the John W. 
McCormack Middle School and its corporate partner the Bank 
of Boston. In this study, the motivation for initial 
participation and subsequent impact on both students and 
adults in this tutoring/mentoring program were assessed. The 
results and conclusions of this study provide a frame of 
reference for other schools with similar populations of 
students, teachers, parents and community, who wish to 
initiate or refine urban middle school tutoring and 
mentoring programs. 
From this study educators may develop an understanding of 
the potential influence of adults from the private sector, 
including workers, managers, and executives, who volunteer 
to serve as tutors and mentors. 
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Significance of the Study 
Across the nation, young early adolescents face an ever- 
increasing host of social, educational, legal and 
motivational dilemmas. These inner-city crises are 
chronicled daily in newspapers and on television. Further, 
a number of studies, commissions, books and articles have 
documented how public school systems fail either to meet the 
developmental needs of urban early adolescents, or to 
prepare them adequately for the world of work. Many issues 
compound these problems: 
1) There is little consensus between public and private 
opinion (i.e.,)between school and business, regarding 
educational standards; 
2) The demographics of the American family are changing; 
3) Urban youth are being poorly prepared for future 
employment; 4) There are few adequate role models for these 
youth. 
Public vs. Private Perception of Urban Literacy Standard 
The business community has continually accused America's 
public schools of failing to adequately prepare urban youth 
to enter the work force. In 1983, the National Commission on 
Excellence in Education reported that American schools were 
failing to educate; said that 23,000,000 adults and 13% of 
our 17-year-olds were functionally illiterate. Businesses 
3 
were particularly critical when the study showed how poorly 
American children tested as compared to the children of 
America's trade competitors. American children finished last 
in 7 out of 19 academic tests, and finished first or second 
in none(Solomon, 1991). More recent accusations included 
public school systems' failures to establish and maintain 
minimum standards of literacy, to involve and prepare 
students in math and science, and to help them understand 
the need for consistency, punctuality and efficiency on the 
job (Toch, 1992). 
In response to these reports, broad reforms were 
initiated. All but five states raised their high school 
graduation requirements. Teacher salaries were raised 
nationally, and promotional standards were tightened. At 
least 40 states acquired programs in technological education 
(Carnegie Council,1989). 
Schools, for their part, have accused business of 
withholding valuable resources and funding from the public 
schools and instead courting the private school elite 
students. The public school community has long perceived 
that business has refused to become involved in the city 
because it feared a lack of return on its investment. 
Clearly, efforts were needed by both sides to remedy this 
situation. The Boston Compact, in Boston, Massachusetts, was 
the first hallmark school-business collaboration. It was 
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established between the Boston Private Industry Council and 
the Boston Public School System(BPS), and signed in 1982. 
The collaboration was intended to establish specific 
academic performance standards for the schools and to set 
specific employment objectives for the Boston corporate 
community. This partnership funded a development officer for 
each school who coordinated school improvement efforts, 
secured community resources and constructed individual 
partnerships between schools and local businesses (McMullan 
& Snyder,1987). 
Those who signed the Boston Compact, believed that the 
crisis of inadequate job preparedness among urban youth 
could be most effectively addressed during the high school 
years. Ten years later the signatories finally came to 
recognize that the middle school was the more appropriate 
place to begin addressing these concerns. This 
acknowledgment was evidenced by the increase in the number 
of partnerships between middle schools and businesses in the 
Boston Public School System between 1990 and 1995. This 
recognition was also substantiated by the new focus on 
middle schools by the Boston Compact and the Private 
Industry Council's second signing in 1994 (McMullan & 
Snyder,1987). 
Many of the partnership's activities amounted to merely 
contributing a single financial contribution, without 
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requiring any plan or evaluation component from the 
receiving school. Such a tentative level of involvement 
usually resulted in the business becoming disillusioned and 
ended the hopes for more meaningful or extensive 
involvement. 
The Changing Structure of the Traditional American Family 
Statistics indicate that increasing numbers of early 
adolescents are underachieving in schools and engaging in 
quasi-adult behavior. In particular, minority youth and low- 
income urban youth have failed to achieve their potential. 
Until recently, society seemed to tolerate this because 
these young people represented a small proportion of the 
total. However, as the demographic makeup of the country 
changes, groups of minority youth increase in number and 
grow into a majority. Society can no longer afford to accept 
the poor performance of these two groups (Banks,1989). 
Not only have overall demographics changed; the 
demographics of the American family have changed as well. 
According Professor Howard Johnson (1989) of the University 
of Cincinnati, the statistics have proven unequivocally that 
there are more single parent families than ever before in 
the United States. Nearly 25% of the students in school come 
from such families, with the figure reaching 50% in some 
cities. Moreover, there are more teenage mothers. Professor 
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Johnson found that each day in the US 40 girls under the age 
of 16 bore their third child, and that most of the births to 
teenagers are out of wedlock. In addition, one of every 
three children lived in a "blended" family, meaning that one 
of their parents was not their biological parent. In 1992, 
38 percent of African American women were married, dropping 
from 45 percent in 1980. (Bennett, 1992) Forty seven percent 
of African American families are headed by married couples. 
Forty six percent are female-headed, and seven percent are 
male headed. In 1992, 36 percent of African American 
Children lived with both parents, versus 77 percent of white 
children. The majority of African American children were 
born to single mothers. In 1990, 67 percent of African 
American children were born to unmarried women, versus 20 
percent of white children.(National Center for Health 
Statistics, 1992) Traditional households became smaller and 
older, dropping from 4.2 persons in 1956 to 1.9 in 1989. For 
the first time in Western history there were fewer than two 
adult persons in the average American household. How does 
this impact the schooling available to families in the inner 
city?(Banks, 1989). 
In his extensive research on middle school demographics, 
Dr. Johnson found one statistic that had especially serious 
implications for urban schools: only 21% of today's 
households had children in public school, in contrast to 
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1960 when this number was 65%. That fact, combined with the 
increasing mobility of American families, had a deleterious 
effect on tax levies. Consequently, fewer middle class 
families and childless families are willing to pay for 
public schools. Moreover, many of the children who attend 
urban schools come from low or moderate-income families who 
do not pay large amounts in property taxes. The typical 
American family of a working father, homemaker mother, and 
one or more dependent children is now virtually extinct. The 
term "normal" now describes a small minority of households. 
Further, Johnson found that children from "blended" 
families tended to have more discipline problems than 
children living with both biological parents. Acting as a 
parent generally involved working with the significant 
others of one biological parent. This was distinct from the 
more traditional "extended family," which usually included 
biological relatives from another generation or adult 
siblings. Although each of these people attempted to do 
their part in parenting a child, schools did not adjust to 
these new relationships (Banks, 1989). 
Another reason why urban parents may not support public 
schools was that many parents were not successful in school 
themselves. Therefore, parents may be unwilling to pressure 
their children to perform according to the teacher’s 
expectations. This is particularly true of those parents who 
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became parents when they were teenagers themselves, and see 
school as minimally relevant to their life plans. 
Consequently, they may see schooling as minimally relevant 
to the future plans of their children as well. Other parents 
were perplexed as to how they should help, since their own 
academic skills and academic self confidence are often very 
low. Still others felt alienated from the school and had no 
empowerment as parents or educational role with 
administrative incumbents. 
For all of these reasons, neither businesses nor many 
citizens have pressed the city, state or even the federal 
government to generate the kind of tax revenue that has 
historically funded schools. Such an increase in revenues 
usually requires a vote in cities and states where people 
pressed politicians to cap or reduce taxes. There is a wide 
variation. Overall fewer taxpayers have children who attend 
the public school system. Consequently, they are unlikely to 
support increased taxes for schools that seem, from the 
outside, to be failing (McMullen & Snyder,1987). When the 
other factors-teenage parenting, blended families, working 
mothers and unempowered parents are combined, the perception 
is one of very little citizen or parental interest in urban 
public schools. 
America's schools, according to Dr. Johnson, did pay 
attention to these factors. Many schools continued to 
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operate as if the family had not changed. School personnel 
assumed that a parent was at home to supervise and help with 
homework after school, but in two thirds of the students' 
lives, that was not so. Schools assumed that parents 
supported the traditional goals of education and compelled 
children to complete homework, study or work hard at school. 
That was, too often not the case. 
Inadequate Preparation for Employment 
A third major factor in the dissatisfaction with the 
educational status quo was a concern of business that 
students were not adequately prepared for the world of work. 
In the United States, businesses had very specific ideas 
about the kinds of disciplines and subject areas American 
students should master before they came into the work force. 
At the same time, however, many businesses vacillated about 
the type of higher- level thinking and problem-solving 
skills they wanted in their employees. This point was 
significant because businesses continually going through 
their own managerial and high technology upgrades and 
transitions. Therefore it is often unclear whether they 
prefer new employees to have mastery of a specific set of 
skills, or to be willing and able to undergo on the job 
training (Toch,1992). 
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In turn, schools have often responded that businesses 
gave only vague and often contradictory definitions of the 
type of job skills they want students to bring to the 
workplace. The release of the National Commission Excellence 
in Education report, A Nation at Risk (1983), was the 
culmination of the growing perception that schools no longer 
prepared students for productive employment or any social or 
public involvement that required functional literacy. 
American public education was perceived as the cause of, 
instead of the solution for, social and economic ills. Urban 
schools were characterized as massive bureaucracies plagued 
by high absenteeism (both student and teacher) and 
skyrocketing dropout rates, and came under increased 
scrutiny. Furthermore, even those students who did 
successfully navigate the school system and graduate, were 
frequently seen as unprepared for employment (Solomon, 
1991). 
Crisis in Role Model Identification 
The fourth problem that urban middle school students 
faced was a shortage of available adult male role models. 
This was particularly important in helping boys enter the 
corporate sector. Urban young men begin to establish 
behavior patterns, belief systems, and attitudes toward 
women and members of other races and ethnicities, during 
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early adolescence. The New York Times (July, 1993) reported 
that in 1992, 67% of all births of African-American children 
in the United States were out of wedlock. A report issued in 
1992 by the National Center for Health Statistics, entitled 
"Advanced Report on Final Natality Statistics",also stated 
that in 1990, 67% of African American children were born to 
unmarried women, versus 20% to Caucasian women. A 
significant number of these babies eventually became 
students in our city public school systems. As time passed 
these young single mothers served as the most influential 
role models for teen-aged children. These teens, following 
their role models, often chose to have children out of 
wedlock as well. The question of role models becomes 
significant for students who had questionable, if any, 
relationships with their biological fathers. This is the 
time when fathers in traditionally constructed families mold 
attitudes regarding work and social behavior as part of the 
transition into adulthood. Without any adult or male parent 
figure, adolescent boys take attitudinal cues from 
stereotyped media images such as sports, music or 
entertainment figures on television, or their peers. 
Anthropologist John Ogbu (1986) asserts that Black 
children's poor academic achievement is a conscious response 
to their growing awareness of limitations placed on them by 
a society which, they perceive, will never allow them the 
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mobility or success accorded others. Ogbu states that this 
perception is the result of early underemployment among 
urban Afro-Americans. This cycle of underemployment, he 
says, leads to a limited exposure to the range of employment 
opportunities and income possibilities. Then there is a more 
subtle process of growing disenchantment, resulting from 
failure to meet the cultural and academic expectations of 
the school system. When the peer group establishes and 
reinforces extremely macho, aggressive or discompassionate 
behavior, the first stages of juvenile delinquency are 
established. 
The role models that adolescents see on television and in 
the media fall into several distinct categories, none of 
which are wholly appropriate. First are the professional 
athletes, musical performers and television and movie stars 
who are portrayed as successes, because they obviously have 
great wealth and fame. More personal and more valuable 
personality aspects are usually ignored. The second group 
are television comedians who provide comic material. 
Students often mimic these comedians and become the class 
clowns. Their ability to amuse and entertain overshadows 
their academic performance (Banks, 1989). The other, real 
life, role models are often anti-social characters who 
perpetuate stereotypical and often criminal behavior as the 
norm. This group insists upon denouncing academic aspiration 
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as its first criterion for acceptance. Ogbu and Fordham 
(1986) identify the phenomenon of doing well in school as 
"acting White." (Fordham & Ogbu,1986). In circles where no 
specific racial stigma is attached, the terms "nerd" or 
"geek" are used to devalue intellectual achievement. Ogbu 
asserts that African American boys have a specific method 
for dealing with feelings of intellectual inadequacy. Often 
those who comply with the schools academic expectations are 
accused by their peers as trying to "act White". Thus 
students are left with precarious choices. They can become 
good students and face social ostracism by other Blacks for 
"acting too White", or they can hide their abilities by not 
performing up to their capability and retain their social 
acceptance by Black peers. The practice of intentionally 
underachieving is commonly called "getting over". This 
practice strikes a perceived student compromise by allowing 
the student to do just enough academic work to avoid 
complete failure, but insuring that they maintain grade 
point mediocrity and academic nondistinction. 
In addition, the information media and other aspects 
of daily life present images of what an African-American 
person is supposed to be and act. These media images 
constantly ignore the use of intellect as a means for 
African-Americans to achieve (Bill Cosby's Show is a clear 
exception). Historically, African American political, 
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social, community and intellectual leaders rarely get much 
attention from the mainstream media. 
On television, in movies or on stage, Blacks have seldom 
been cast in positive roles as problem-solvers or decision¬ 
makers. Thus, constructive images are rarely available to 
African-American children, who watch for possible images of 
their future selves. The fantasy images they see are 
dictated by the media's image of their possible roles within 
the society. 
The dilemma of the responsibility of role models is 
characterized in the controversial quotation from Charles 
Barkley of the Phoenix Suns basketball team. His public 
refusal to accept responsibility as a role model for youth 
has rekindled some sharp debate about the obligations of 
sports figures to set behavioral examples for the young. He 
stated, "I'm not paid to be a role model, I'm paid to wreak 
havoc on the basketball court" (Barkley, 1993, p.73). That 
statement seen on a television commercial has raised equal^ 
"In essence Barkley is right", says Boston College 
sociologist Michael Malec (1993), former editor of the 
Journal of Sports and Social Issues he does on the court, 
you have a wonderful role model. That does not mean that he 
also has to be an ideal husband or father"(Malec, 1993). 
Others saw the remark as Barkley's attempt to rationalize 
his own uncourtly deportment. Many point out Barkley's 
apparent hypocrisy by trying to shed responsibility for the 
greater issues of the society, while capitalizing on 
endorsements which depend upon urban teens listening to what 
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he and other athletes say, and profess to value. Therefore 
the decision is not the athletes' to make. The only decision 
is whether to be a positive role model or a negative one. 
Although Barkley's comment was allegedly taken out of 
context, it stirred a spirited debate about the hierarchy of 
role models in the lives of children. Men and women from 
African-American and other minority groups who have 
established successful, or at least desirable, careers in 
the mainstream, are seldom featured in those arenas that are 
available to most poor urban students. 
In response to this problem of lack of role models, 
mentoring can introduce students to previously invisible 
role models. Within the context of a specific urban middle 
school, it is crucial to make available middle-class role 
models who have been successful as a direct result of 
receiving an education. Corporate America has many such 
persons within their employment force, and school-business 
partnerships facilitate such mentoring relationships. 
While campaigning on behalf of the 1993 Educational 
Reform Act, Massachusetts gubernatorial candidate Mark 
Roosevelt stated that this alienation affected two 
successive generations and perpetuated a feeling of 
disenfranchisement among urban youth. An effective antidote 
to this alienation is the provision of role models. A number 
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of the school business partnership programs are predicated 
on the finding that poor urban adolescents need to have role 
models personally involved with their schooling. 
Aims of the Study 
The aim of this study was to explore the impact and 
motivation of adult mentors and tutors and students in an 
urban middle school setting in which a tutoring/mentoring 
program has been operating for several years. Four research 
questions reflect the common interest of those schools and 
collaborating businesses that are trying to improve 
performance in urban early adolescents through tutoring- 
mentoring programs. They are: 
1. What is the profile of the ideal mentor for an urban 
early adolescent? 
2. What motivates an urban early adolescent to become 
involved with a mentor or tutor? 
3. In what areas do urban early adolescents recognize the 
impact of tutors and mentors? 
4. What factors motivate working adults to volunteer to 
tutor urban early adolescents? 
Organization of the Dissertation 
The first chapter of the dissertation provides an 
introduction to the study. The second chapter contains a 
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review of literature on the history and identification 
tutor/mentoring programs that have developed as an outgrowth 
of school-business partnerships or school community agency 
partnerships. I will then focus on the tutor/mentoring 
program in one urban middle school. The third chapter 
describes the design of the study, the research questions 
and the methodology. The fourth chapter presents the 
findings of the research. It includes the results of survey 
questionnaires that were submitted by twenty-two students 
and twenty mentors. The final chapter will contain detailed 
excerpts from transcribed interviews with five mentors and 
conclusions derived from the study of the mentoring program. 
Limitations of the Study 
This research case study was limited exclusively to the 
mentoring program that is part of the John W. McCormack/Bank 
of Boston School-Business Partnership. Therefore, the only 
students surveyed in this case study attend the John W. 
McCormack Middle School, and the adult tutor/mentors 
surveyed were employees of the Bank of Boston who 
volunteered to participate in that mentoring program. The 
surveys and interviews were conducted with only those 
tutor/mentors who volunteered to be interviewed; 
participation in this research project was not a mandatory 
requirement for beginning or continuing in the mentoring 
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program. For all of these reasons, the results of this study 
may not be generalizable to other populations. 
A second set of limitations arise from my position as 
both researcher and administrator. As principal of the 
McCormack School and designer of the mentoring program, I 
am, admittedly, biased toward positive responses on the 
subjective opinion questions, and thus not an unbiased 
participant in this survey. 
My direct involvement in the administration of the survey 
instrument might have jeopardized the candor of the 
respondents' statements. To avoid biases in the data 
collection process, persons other than myself conducted 
interviews with tutor/mentors. Further, written surveys 
were distributed and collected from mentors and students by 
another person from outside the school faculty. 
Others may wish to study similar programs in suburban or 
rural settings: they may wish to focus on high school or 
secondary mentoring and apprenticeship programs within a 
school-business partnership. Others may wish to examine 
programs that involve business and school districts, or 
businesses and entire systems. Such research, however, was 
not within the scope of the present study. 
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CHAPTER 2 
REVIEW OF THE LITERATURE 
This chapter reviews the literature on mentoring 
programs established by public and private organizations in 
urban settings. This will create a context for a review of 
the tutoring and mentoring program implemented at the John 
W. McCormack school. 
Urban Mentoring Programs 
In this section I review selected mentoring programs, 
focusing primarily on those programs which drew their 
populations of "mentees" from urban middle, elementary, and 
high schools. Within this review I identify the location and 
the funding source of each program and the business or 
institution which provides its adult mentors. I begin by 
presenting a philosophical perspective and a brief political 
history of the events that led to the development of today's 
mentoring programs. Then I focus primarily on those 
mentoring programs that developed as private initiatives of 
corporations, colleges, and community- based organizations 
in conjunction with intergenerational collaboratives, public 
schools and social service agencies. 
The word "mentor" comes from a Greek root meaning to 
"counsel, think, remember, and endure." Further, Mentor was 
the tutor of Telemachus in Homer's Odyssey (Rieu, 1946). 
Mentoring is a one-to -one relationship over a prolonged 
period of time, between a youth and an older person who 
provides consistent support, guidance and concrete help as 
the younger person goes through a difficult or challenging 
situation or period in life. The goal of mentoring is to 
help the mentee gain the skills and confidence to be 
responsible for his or her own future including, and with an 
increasing emphasis on, academic and occupational skills 
(Abell Inc, 1989). 
"The true mentor fosters the young person's development 
by believing in him, sharing a dream and giving it his 
blessing, and helping to define the newly emerging self in 
its newly discovered world." (Levinson et al, 1978, pp.333- 
334) . 
Dr. Uri Bronfenbrenner of Cornell University developed a 
more pragmatic definition after consultation with Japanese 
scholars about similar relationships within Japanese culture 
(Hamilton, 1990). He defined mentoring as a one on one 
relationship between two people of different ages, which is 
developmental or apprentice like in nature. In 
Bronfenbrenner's definition, the mentor, who is the older 
and more experienced of the two persons seeks to further the 
development of the younger person (Hamilton, 1990). The 
guidance takes the form of demonstration, instruction, 
challenge, support and encouragement on a regular basis, 
over an extended period of time. The bond is characterized 
by mutual commitment, mutual respect, loyalty, and 
identification. According to Marc Freedman (1992b), 
21 
Bronfenbrenner's definition of mentoring provides the 
components of a highly idealized relationship whose values 
and virtues are exemplified in classic mythology and have 
provided a recurring theme throughout literary 
history. 
Another definition of mentoring came from the Washington 
Bureau Chief of the New York Times, Howell Raines (1986), 
who reflected on the most profound mentor in his life: his 
college English professor, Richebourg Gaillard McWilliams. 
McWilliams stated that his goal was to toughen his 
students for the solitary toil of literary apprenticeship. 
To McWilliams, the classical concept of mentoring had three 
primary components: achievement, nurturance, and 
generativity. As we look at the terms "achievement" and 
"mentoring" throughout history, we see that they have long 
been associated with outstanding examples such as Socrates 
and Plato, Freud and Jung, Lorenzo de Medici and 
Michelangelo, Haydn and Beethoven, Boas and Mead, Sartre and 
de Beauvoir. 
To modern urban students these definitions expand to 
include protector, benefactor, role model, host, teacher, 
and counselor. Although the majority of young people cite 
parents and other adults as their first source of advice, 
the community of reliable adults has changed. Nationally, 
nearly 15,000,000 children live in single parent homes. 
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Almost 2,500,000 children under the age of 13 are 
unsupervised during some part of the day. Only 50% of all 
custodial mothers receive full payment of court-ordered 
support, with 25% receiving nothing at all. One in five 
children lives in poverty. Only 40% of young people born in 
the U.S. can expect to spend their entire childhood living 
with both biological parents. (Abell, Inc., 1989). 
The critical need for a modern interpretation of 
mentoring was exemplified by an essay entitled Mentors, 
written by Margaret Mahoney, President of the Commonwealth 
Fund. She argues that young people have lost the natural 
proximity to caring mature adults, leaving their basic needs 
for constructive guidance unfulfilled. This problem, she 
contends, is particularly acute for children in poverty, 
who, living in scarred, deprived neighborhoods, confront too 
many negative influences and bad role models. She argues 
that one-to-one relationships could encourage a purposeful 
life by reassuring each child of his innate worth, 
instilling values, guiding curiosity (Freedman, 1992b). 
History of Mentoring Programs 
The current concept of formalized mentoring began its 
first phase during the 1930's. With the implementation of 
President Franklin Delano Roosevelt's New Deal, mentoring 
became synonymous with assistance to those less fortunate. 
This program was the American government's effort to help 
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those Americans whose overwhelming poverty remained the 
country's largest socioeconomic challenge after the Great 
Depression. In the 1960's a similar wave of concern, 
manifesting itself in government help programs, became known 
as the War on Poverty. This initiative was begun under the 
administration of President John F. Kennedy and continued 
under President Lyndon B. Johnson. As the 1990's appeared, a 
similar series of programs was predicted to evolve, 
according to historian Arthur Schlesinger (1988), in 
response to the cycle of what he called "pent-up idealism" 
emanating from the post-Vietnam era. 
However, this new decade seemed to defy his prediction. 
There seemed to be no new, large scale initiative to attack 
American urban poverty, at least none similar to the New 
Deal or the War on Poverty. Many saw this as a direct result 
of twelve years of administration by Republican presidents, 
who had a different attitude toward poverty and the American 
free enterprise system. Admittedly, this was a time of 
increasing competition for foreign trade, American monetary 
inflation, an increasing national deficit and the large- 
scale failure of American banking institutions, like the 
savings and loan offices. 
However, the implementation and implication of "trickle- 
down economics" seemed to be clear. Presidents Bush and 
Reagan both appeared to believe that people were born into a 
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given class and that it was the natural order of society, 
that children would probably remain within the same 
socioeconomic stratum as their parents. This is particularly 
ironic when one considers Ronald Reagan's humble origins. 
Moreover, there was a widespread assumption that providing 
big businesses with tax breaks and financial incentives 
would stimulate the economy. It was further assumed that, 
once solvent, these businesses would act in morally and 
economically responsible ways, reinvesting and sharing the 
wealth with the underclass and providing many 
jobs, at every level, without government intervention. 
Instead, businesses continued to run into financial 
difficulty and borrow more and more from the government. 
Those businesses that did restructure often did so by 
mechanizing and computerizing as many operations as 
possible, thus eliminating existing jobs, and often failed 
to develop new ones to replace them. 
Suddenly, the American middle class found itself 
floundering under the high pressure of unemployment and 
having to identify with the unemployed underclass. 
Consequently, the national climate became less charitable 
toward the urban poor. For all of these reasons, life for 
poor urban residents began to deteriorate rapidly. 
According to Susan Tifft (1992), contradiction between 
Mr. Bush's legislative decisions which favored corporate 
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self-serving and the long-term consequences in the classroom 
was easily exemplified. When President Bush vetoed the 
family Leave Bill, he rationalized that he did not want to 
add another financial burden on the employer. However, the 
most troubling teen problems that homes, schools and 
communities face are drug abuse, teen pregnancy and 
violence. These are believed to stem from parental 
inattention or absence. This absence is the result of 
strapped, two-wage earner households trying to cope with the 
inflexible structure of workplaces that are designed after 
the 1950's model of the American family. Tifft finds this 
ironic since the only people affected by the Family Leave 
Bill are those who have not one but two jobs. 
By derailing legislation like the Family Leave Bill, 
business protected its short-term economic interest. 
However, it also weakened its future work force, adding 
training costs and perhaps even tax increases for welfare 
and other federal support programs (Tifft, 1992). When 
President Bush convened his Domestic Policy Council in 1991 
his primary agenda item was a proposed set of sweeping anti¬ 
poverty measures. 
Both the president and the council decided to eschew 
antipoverty crusades. However, since no money was 
appropriated and it was commonly believed that it would take 
significant appropriation of government dollars to eradicate 
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poverty. Further, President Bush and the Republican Party 
were committed to maintain their campaign promise not to 
increase taxes. Because no money had been recommended, the 
Bush administration, like the Reagan administration before 
it, began accusing previous administrations of creating 
government programs to do what most Americans would do 
voluntarily. President Reagan was quoted as having said, 
"We've let the government take away many things we once 
considered were really ours to do voluntarily out of the 
goodness of our hearts"(Freedman, 1992a). 
President Bush's faith in volunteerism was characterized 
by a quotation from the book entitled America's Voluntary 
Spirit, written by former Health Education and Welfare 
Secretary John W. Gardner. 
Gardner wrote: 
"Virtually every significant social idea in this country 
has been nurtured in the non profit sector. Think back to 
the sources of ideas and energy responsible for our vast 
public education system; the abolition of slavery; the 
settlement of the refugees; the creation of our national 
park system; the galaxy of different local churches; the 
public libraries; women's suffrage; clean water; public 
social services; historical societies; cultural networks of 
museums; orchestras; prevention of contagious diseases; 
humane care for the mentally ill; social security; child 
labor laws; employment for the handicapped; fire and other 
emergency services and on and on"(0'Connell, 1985,p.5). 
Characterizing volunteerism as a national characteristic 
of American philanthropy, the Bush campaign then adopted its 
phrase, "a thousand points of light." Once in office, 
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President Bush created a White House Office to promote 
volunteerism and supported the creation of the private 
Points of Light Foundation, dedicated to advancing voluntary 
efforts. The President argued that he perceived millions of 
essentially good American people as experiencing a veritable 
nightmare of want and isolation.(Advisory Committee, 1989). 
One source of the current surge of interest in mentoring was 
that it seems to fit with President Bush's emphasis on 
volunteerism as a response to social problems. Mentors have 
been prominent examples of Points of Light. 
In the 1960's large federally-funded programs were 
launched to aid what are now called children at risk. As 
conditions facing disadvantaged groups worsened in the late 
1980's, this massive federal approach was no longer 
politically feasible, and the need arose for a low cost 
grassroots alternative" (Dayton et al, 1992). 
Bush stated that what Americans needed most was not 
another governmental program, but a set of meaningful 
relationships to establish the belief that their future is 
not limited by their present circumstances. In May of 1991, 
President Bush elected to make a speech at the University of 
Michigan, where Lyndon B. Johnson had announced, 20 years 
earlier, that "We have the opportunity to move not only 
toward the rich society and the powerful society, but upward 
to the Great Society" (Pear, 1991). In his speech. Bush 
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contrasted his ideas to those of the Great Society, and he 
said that Johnson’s programs discouraged good deeds and 
individual responsibility. 
Critics feared that this approach evaded all traditional 
political solutions. The idea that a president would call 
for decisive private action on a national crisis in the face 
of governmental inaction has given rise to poignant, 
critical reaction by Democrats, public educators and social 
service agents. One of the most pointed criticisms that the 
volunteerism espoused by Reagan and Bush was a vain attempt 
to ask the private sector to fill the socio-economic, racial 
and educational gaps created by American capitalism and 
ignored by the American government (Staples, 1991). 
Another^ critic,James Bennett (1988), detailed the 
ideological and fiscal inconsistencies within Bush’s 
"Thousand Points of Light" public service proposal. Bennett 
focused on a 1988 speech that Bush made in Sacramento, in 
which Bush proposed a catchy new acronym, YES to America, 
with a program stuck to it. Youth Engaged in Service to 
America would pair the needs of the haves with those of the 
have-nots. Bush called for '100,000,000 in federal money 
matched by private donations to fund a public-private 
partnership that would encourage young people to serve their 
communities. The details were fuzzy, but the then vice 
president apparently intended to give federal grants to 
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proven or promising public service programs. He also 
suggested that high schools and colleges might offer 
academic credit to students who volunteer. 
Mr. Bennett felt this proposal deserved more attention 
than it had drawn, in part because it was u,a refreshing 
admission that the administration's rhetoric of voluntarism 
irs hollow. Pure voluntarism, as espoused by the Reagan-Bush 
administration, asked the private sector to fill the gaps 
created by American capitalism and vacated by the retreating 
federal government; essentially it left the war on poverty 
in the hands of vigilantes. Indeed, the vigilantes of 
upstart programs like Campus Compact, a coalition of about 
150 college and university presidents working to increase 
public service by their students, demonstrates that 
Americans were interested in effective volunteer efforts. 
But, as Bush confessed in promising to spend lots of 
money on YES, the points of light did not shine quite so 
brightly when they were not plugged into the federal 
treasury. This admission, that the government must play an 
assertive role in helping the have-nots, placed Bush in 
traditionally Democratic ideology. His dramatic unveiling of 
YES to America demonstrated that he did not know the 
territory. If Bush's producers had checked a little more 
closely, they would have found two federal programs, the 
Student Community Service Project and the Office of Project 
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Demonstration and Development, already doing what YES to 
America was supposed to do, or at least they would do if 
they had any money. In 1989 they received a total of 
$4,000,000, about half of their allotment under the Carter 
administration. 
Bush’s producers also stumbled across the underfunded, 
incapacitated University Year for Action Program. The Carter 
administration encouraged universities to offer credit and 
stipends to college students for anti-poverty work. The 
Reagan-Bush administration had not funded this program since 
1982. Bush's producers might even have considered refunding 
the Young Volunteers in Action, which unlike the above 
efforts, actually grew out of the Reagan administration's 
voluntarism campaign. Young Volunteers in Action expired 
after the General Accounting Office discovered that rather 
than serving programs that address poverty directly, as the 
YVA legislation mandated, 75% of the volunteers surveyed 
were working as gardeners, helpers, candy stripers, tax 
return preparers, library aides, and envelope stuffers. This 
seemed to critics like joining the National Guard instead of 
going to Viet Nam. 
In his Sacramento speech, Bush called the Peace Corps a 
"very fine effort," but never once mentioned its domestic 
equivalent Volunteers in Service to America (VISTA), which 
began under the Johnson administration. VISTA workers got an 
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average stipend of less than $6,000 for one year, while they 
lived in communities in which they worked full time in 
antipoverty programs. They identified community needs and 
recruit part-time volunteers to help address them. In 1979, 
according to a 1983 congressional study, VISTA workers 
reached one out of 20 impoverished Americans; the average 
worker generated $24,000 in private and public sector 
community aid and recruited 15 volunteers. 
The Reagan and the Bush administrations tried hard to 
kill VISTA. After failing in the face of strong 
congressional opposition the Reagan administration cut 
VISTA's budget from $30,500,000 in 1981 to $16,000,000 in 
1982. For the next year, VISTA was budgeted at $21,600,000. 
This was the same as one-fifth of what Bush has requested 
for YES. 
Across the board, then the Reagan-Bush administration's 
rhetoric of voluntarism replaced many federal catalysts of 
voluntarism. Some other high points of the Reagan-Bush 
record should be mentioned: Reagan's veto of the American 
Conservation Corps, which would have encouraged young people 
to clean up the environment; fighting the creation of the 
VISTA Literacy Corps (and requesting zero funding for it 
after Congress forced it through); and requesting zero 
funding for a tiny program in the Department of Education 
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that uses its $1,500,000 budget to prod universities into 
rewarding volunteer work with financial aid. 
YES to America may have helped Bush get elected, but it 
was unlikely to do much to "gentle" our nation without 
saying where the money would come from. Bush was calling for 
a large sum to fund a hazy, redundant federal program that 
may have done as much to pad the resumes of pre-law students 
as to help the poor. During the same speech in which he 
introduced YES to America, Bush sharply criticized 
"liberals" for their "bloated and unrealistic" antipoverty 
programs. It was ironic good news that Bush soon recognized 
that the government must spend money to fight poverty. 
However, would have been gratifying to see a less bloated 
and more realistic approach.(Bennett, 1988). 
As this brief summary shows, the exact role or 
appropriate scope of volunteerism as a social panacea has 
been a source of endless debate. Volunteerism could be 
unrealistically perceived as a cure-all for long-standing 
social ills. Consequently, when the government recommends 
volunteerism instead of actual funding for education, anti¬ 
poverty and job training programs, it is justifiably 
dismissed as a diversionary tactic. 
However, others felt that establishing volunteer 
mentoring programs has been an effective and inexpensive 
means of introducing young people to job sites, career 
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fields, and work values. In most programs the mentors are 
employees of a participating business. They plan to spend a 
predetermined amount of time with students each week and 
plan to function as career or education-related big brothers 
or sisters. (Dayton et al., 1992). 
This review now turns to a new area, identifying common 
themes within the various urban mentoring programs, 
particularly those that use the recent interest in 
volunteerism, as it relates to urban youth. One of the most 
compelling manifestations of the Points of Light Program was 
its emphasis on mentoring young people living in poverty. 
What made the Republican approach significant was that it 
gave the charge to large business institutions, with the 
expectation that they would enable and empower their 
employees to work with individual students, schools or 
districts. Mentoring is one of the favored initiatives of 
the Points of Light Foundation. In fact, the foundation's 
cochairman, financier Ray Chambers, established a One to One 
Foundation, explored in more detail below (Freedman, 1992b). 
In, addition. The National Center on Education and the 
Economy recently analyzed these problems in a report 
entitled America's Choice: High Skills or Low Wages. The 
report argued that middle and high school students must 
develop higher level skills and that businesses must reform 
in order to make the best use of these skills. Otherwise 
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America will continue to lose ground to its international 
competitors. In particular, the article speaks to the need 
to reclaim American high school students who are either 
dropping out in record numbers, or graduating with limited 
skills and no plans to further their education. 
Many factors are identified as contributing to the poor 
performance of non-college bound students. Some factors are 
categorized as societal: 
1. A growing proportion of young people who are from 
minority and/or immigrant populations often do not value 
education or speak English proficiently. 
2. There has been a steady deterioration of the social 
institutions that have traditionally supported young 
people and their families. 
3. There is the changing nature of the job market which 
reflects technical training and problem solving and 
higher level thinking skills. 
4. A decline in manufacturing jobs and an increase in those 
jobs that require training beyond high school.(Americafs 
Choice, 1990). 
According to Sylvia Lee (1990), Project Director of the 
Washington D.C. based "Keep Youth in School" Project, 
600,000 to 700,000 youngsters will drop out of school this 
year. In the past decade most studies have focused on the 
drop-out rate among high school students. The annual rate is 
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estimated at 26% annually, but is as high as 40% in many 
cities. A 1989 study conducted by the District of Columbia 
Education Commission found that the school drop-out rate in 
Washington D.C. was over 40% for that year; many of the 
drop-outs were still in junior high school. The study 
maintained that if current trends did not change, the 
population dependent upon public assistance would become 
increasingly larger (Lee, 1989). 
One of the primary assumptions for the development of 
mentoring programs is that many at risk youth grow up 
isolated from caring and consistent adult relationships. 
Although many may have nurturant relationships with parents 
and siblings, the standard relationships that develop 
between mothers, fathers and adolescents are frequently 
strained, since so many urban adolescents 
grow up in single parent families below the federal poverty 
line (Steinberg, 1990). 
These factors alone define an entire population as being 
at risk. Much social science research also suggests that 
adult relationships, provided not only by parents, but by 
grandparents, neighbors and other interested elders, are 
common factors among resilient children, who succeed despite 
disadvantaged and stressful circumstances. Statistical 
findings like those of the District of Columbia Public 
Education Commission (Lee et al, 1990) pose questions for 
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social program developers and policy makers: Could the 
circumstances of more at risk youth be improved through 
efforts to provide greater access to helping relationships 
with interested adults? Could privately sponsored mentoring 
programs provide individual support to enough young people 
to significantly reduce the number of future public 
assistance recipients? Could the government get businesses 
to take more responsibility for providing role models within 
and outside of schools, which would create a pattern of 
reinforcement for responsible student achievement? 
In the search for cost effective ways to improve the 
potential quality of life for at risk youth, elder persons 
have been identified as a source for relationships with 
these young people. Furthermore, elders happen to be the 
fastest-growing segment of the population, are relatively 
inexpensive to employ, and need opportunities for socially 
productive activity (Carnegie Corporation, 1988). 
Motivated by the intuitive appeal of uniting these two 
groups, at risk youth and the elderly, Public/Private 
Ventures (P/PV), a Philadelphia-based, non-profit 
development and research firm, launched a study in 1987. 
This study was designed to look at what really happens when 
elders and at-risk youth are brought together. The study was 
entitled Partners in Growth: Elder Mentors and At Risk 
Youth. Funding was provided by the Luke B. Hancock 
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Foundation of Palo Alto, California, and the Skillman 
Foundation of Detroit, Michigan. The study was followed by 
the staff of Public/Private Ventures, out of Philadelphia 
(Freedman, 1989). 
In the study, the P/PV staff, in their approach to 
teenage mothers, young offenders and potential dropouts, 
visited five intergenerational programs that were generally 
regarded as exemplary. All five initiatives involved adults 
from the Foster Grandparents Program. These were retirees 
from several labor unions as well as assorted volunteers. 
They sought to aid teenage mothers> through two 
programs^ Teen Moms in Portland, Maine and the Teenage 
Parent Alternative Program in Lincoln Park, Michigan. The 
Work Connection in Saugus, Massachusetts was designed to 
work with jail-bound young offenders. Finally, the School 
Volunteers of Boston and the Teaching Learning Communities 
Mentors Program in Ann Arbor, work with students who are in 
danger of dropping out of school. The School Volunteers of 
Boston study is particularly relevant to this dissertation, 
since the John W. McCormack School has hosted Boston 
Partners in Education (formerly School Volunteers of Boston) 
and its programs since 1980. 
Boston School Volunteers created Project Star in 1966: 
this program provided opportunities for senior adults to 
tutor at-risk youth in basic reading and math skills during 
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an after-school program. Seniors are providing similar 
services in other cities, most notably Los Angeles, Dallas, 
New York, and San Francisco. 
The Partners in Growth study posed five questions. The 
first was: Will intergenerational relationships form? The 
study determined that intergenerational relationships would 
forrn^ in social programs structured for that purpose. 
Despite a sharply age segregated society and some initial 
hesitation, the participants were almost always able to 
construct and maintain powerful attachments. 
The second question was: What do the relationships look 
like? Two types of relationships were identified, labeled 
primary and secondary. The primary relationships are 
characterized by attachments that resemble family relations. 
There was great intimacy observed, and a willingness on the 
part of the elder to take on the whole range of problems and 
emotions presented by the youth. In the secondary 
relationship, the individual elder served as a helpful, 
friendly neighbor, focusing on positive reinforcement in 
very specific areas and for very clear behavior. However, 
the elders in this second category maintained a definite 
emotional distance. 
The third question was: Does the mentoring relationship 
result in benefits for the youth? The exposure to elders 
appeared to benefit all of the adolescents involved. Young 
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people involved in both primary and secondary relationships 
consistently cited improvements in the quality of their day- 
to-day lives. They described learning a variety of 
functional skills as a result of their alliance with the 
older person. Those young people who were involved in 
primary relationships reported an additional tier of 
benefits. The elder person would constantly counsel the 
students through potentially debilitating crises by 
bolstering the student's level of self-confidence and being 
available to advocate on his or her behalf. This resulted in 
the ability to maintain a more adaptive and successful path 
while aspiring to succeed in the mainstream community 
(Public/Private Ventures, 1989). 
The fourth question was: Are there benefits for the 
elders? The elders who were surveyed said that they felt 
fulfilled by providing the exact kind of encouragement and 
support the youth needed. The satisfaction went well beyond 
making money. The elders felt that they were provided with 
an opportunity to pass on the skills and know-how that they 
had developed over a lifetime. The mentoring provided the 
elders with the sometimes frustrating but often exhilarating 
challenge of helping youth change their lives 
(Public/Private Ventures, 1989). 
The fifth question was: Why do intergenerational bonds 
form? The survey determined that there was a strong 
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emotional basis for both youth and elders. The formation of 
these bonds was not dependent upon "chemistry" but occurred 
when the youths were ready to be receptive: when they were 
lonely and in personal crisis. The youth wanted change and 
were ready for adult intervention. The elders were 
enthusiastic, but also lonely and ready for meaningful roles 
in their senior years (Public/ Private Ventures, 1989). 
The lessons derived from the program came mostly from 
decisions made by the elders themselves. The research 
gathered by Public/Private Ventures identifies mentoring 
programs that use seniors as trainers as well as those who 
affect senior citizens as the beneficiaries of the students' 
apprenticeship training. 
Other studies have also found positive results from 
intergenerational programs; These are briefly summarized 
here. Glass and Trent (1980) report improved attitudes 
toward the elderly among 4-H Club members aged 13 to 18 
after participation in a program involving experiences with 
elders. Sheehan (1978) found that preschoolers who had the 
most contact with an older family member performed age 
discrimination tasks more accurately. Undergraduates living 
with grandparents or great-grandparents showed more positive 
attitudes toward the elderly than those without this contact 
(Bekker & Taylor, 1966). Seefeldt(1987) concluded that 
contact with active elders in a school setting was a 
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contributing factor in the formation of positive attitudes 
toward elders. Rosencranz and McNevin (1969) and Caspi 
(1984) also found such contact to be responsible for 
positive attitudes in children. 
Overall, then, the results of these studies can be 
summed up by this statement from Newman (1985): 
"Consistent interaction between young and old in 
intergenerational school programs improves older persons’ 
feelings of life satisfaction and children’s academic and 
social growth and attitudes toward the elderly" (Newman, 
1985, p.24). 
Model Programs That Involve Senior Citizens 
Several other programs that involve senior citizens deserve 
some mention here. First, the New Horizons Program of Des 
Moines, Iowa, employs retired craftsmen to supervise youth 
who are in danger of dropping out of high school (Carnegie 
Corporation, 1986) . These elders employ students as their 
apprentices), in home repair for other elderly and low-income 
residents of Des Moines. The program, operated and funded by 
a variety of sources, allows students to work with these 
elders for half a day and then return to school for academic 
instruction for the other half of the day. 
A comparable program, The TLC or Teaching Learning 
Communities Mentoring Program, was founded in Ann Arbor 
Michigan (Tice, 1988) . Elders are paired with young people 
within the local junior high schools. Those students who are 
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offered the program are academically at risk and in danger 
of dropping out of school. The TLC Program was initially 
funded as part of Operation Rescue, but is now supported by 
the Ann Arbor Public Schools. The program stresses the arts, 
career awareness, defining and setting personal and academic 
goals, school attendance, and educational excellence. 
Specific behavioral goals were identified for each 
participating teen. 
A third, much larger program, is the Job Corps/Senior 
Community Service Employment Program (Ventura-Markel & 
Freedman, 1988). Participation in this program is 
facilitated by Title V of the Older Americans Act: seniors 
travel throughout school systems nationwide to act as 
teachers, counselors and supervisors. The policy 
significance is noteworthy, because of the sheer size of the 
two federal programs. 
The Job Corps currently has 41,000 slots and the 
Community Service Employment Program has nearly 65,000 
slots. This collaboration is establishing a precedent for 
coupling other federal unemployment programs with those 
addressing the rights and needs of senior citizens. 
A fourth program in this category is the Family Dynamics 
Program (Ventura-Markel & Freedman, 1988) which operates in 
the Bedford-Stuyvesant and Brunswick areas of Brooklyn in 
New York. Operated by a trusted, local community 
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organization, the program is designed to assist families in 
which child abuse has occurred. Using a specially designed 
curriculum, senior citizens work with young, often teenage 
mothers, to provide instruction and strategies for standard 
parenting. This model allows students to improve their 
parenting skills, while being relieved of child-rearing 
duties long enough to attend the classes. The seniors 
arrange for and/or provide daycare, while the students 
attend class. This model also helps to develop a strong 
network and support system with families, when the seniors 
live in the same community as the student-parents. 
Fifth, the Teenage Parent Alternative Program (Ventura- 
Merkel & Freedman, 1988) based in Lincoln Park, Michigan, 
operates as an alternative school for pregnant teenagers in 
suburban Detroit. The program employs women who are 
participants in the Foster Grandparenting Program of Wayne 
and Mascomb Counties. This is part of a federally-funded 
program administered by ACTION. The women work a total of 20 
hours per week, on a one-to-one basis with the teenagers. 
They focus on educating young mothers about parenting and 
health care for their children, and provide child care while 
the mothers are in class. Most of the matches are 
interracial: the older women are usually black, while most 
of the teenagers are white. The sixth program, IUE/Work 
Connection, was established in Saugus, Massachusetts, funded 
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by the International Union of Electrical Workers, as an 
alternative sentencing program for potentially jailbound 
youth aged 18 through 22. The Work Connection is designed to 
find private-sector jobs for these young men and to provide 
an elder mentor to work with them one-to-one. Many of these 
elders are retired policemen, former union workers and other 
members of the community. These mentors remain with their 
mentees for six months, monitoring their job attendance, and 
providing personal support. 
Finally, one of the most renowned mentoring programs is 
in Milwaukee, Wisconsin: the Each One Reach One Program 
developed in 1984, by June Perry at the Hillside Housing 
Project. The program provides mentors for boys and girls 
aged seven to fourteen. These mentors are professional black 
men and women who have been carefully selected to work with 
children from single-parent families. The program aims to 
expose children to socially and financially successful 
adults, who in turn support and supplement the teachings of 
the students' families. The mentors and mentees meet weekly, 
after school. 
Landmark Private Endowment Models 
A number of the most interesting and timely mentoring 
programs have been established through private philanthropy. 
Since many aspects of these programs make them similar to 
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the one at the John W. McCormack School, it is worthwhile to 
consider them in some detail so that comparisons are drawn. 
The "I Have A Dream" Program was established in June 
1981, by Eugene Lang, a multimillionaire industrialist who 
made a pledge to a graduating class of sixth graders from 
Harlem. He promised to pay the college costs for any one of 
them who finished high school. Mr. Lang chose the program 
name because he planned to evoke Dr. Martin Luther King's "I 
have a dream" speech, as he addressed the 61 graduates of 
the elementary school from which he had graduated 53 years 
earlier (Lacey, 1991) . 
As he spoke to the children, emphasizing that if they 
worked hard and stayed in school they could grow up to be 
like him, he realized that the mostly Black and Hispanic 
students would have to overcome extreme obstacles to 
graduate from high school. Furthermore, those who did 
graduate would be hindered by staggering college tuition 
costs. Consequently he decided to make his historic pledge. 
Even though any potential sponsor would have to provide 
$300,000 for one class. Dr. Lang's commitment, coupled with 
his personal involvement, has made this a landmark program. 
Richard Lacey (1989-90), founder and principal of the 
Pierce Kennedy Hearth Management and Human Resource 
Consulting Firm, which writes the newsletter for the 
National Center on Effective Secondary Schools, comments on 
46 
Lang's pledge: the agreement to pay tuition is only the 
contract to do the job. The real job must be undertaken by 
the families of these students. 
Although Mr. Lang has underwritten the cost of future 
tuition, long-term personal commitment is required to insure 
that young people overcome the formidable barriers they will 
encounter between grades six and twelve. Lacey says these 
barriers might develop in school, in the community or in the 
home. Although the direct financial outlay is attractive, 
that alone cannot solve the problems of students who remain 
at risk. What is required is caring, involved adults, who 
are continually involved with the children over many years. 
Lang's program does employ social workers and counselors, in 
addition to tutors and recreational programs (Lacey, 1991). 
The average class of "Dreamers" is around 80 students. 
These students all require intense and consistent attention. 
In addition, the parents often want to apply the resources 
to other children who are not in the program. To respond to 
these needs, the Dream Team focuses on the Dreamers and 
their families. 
Led by the sponsor and coordinated by the project 
coordinator, the intervention team interacts with the 
community, the school, the foundation, the sponsor, and all 
relevant community-based organizations. These coordinators 
also work with the teaching and administrative staffs within 
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the junior high and high schools that have advancing dreamer 
student populations. The Dreamer Program has a number of 
unique constructs that allow sponsors and staff to respond 
to changing conditions within the life of a student, the 
school, or the community. Time is allowed to refine 
strategies and let participants accept and adjust to 
unfamiliar attitudes and behavior patterns. This is 
critical, since the sponsors are often culturally, 
educationally, and economically, removed from the student 
population. As Lang's program has been replicated 
repeatedly, the "I Have a Dream Foundation" has grown into a 
nationwide program. There are currently 130 sponsors in 31 
cities and 22 states. Over $40,000,000 had been committed to 
9,000 dreamers. 
Another program, The Taylor Kids Program was developed by 
Pat Taylor, a Louisiana state legislator and governor, who 
wanted to turn his vision into state policy. He convinced 
the State of Louisiana to pass a law subsidizing state 
college tuition for any qualified high school graduate. 
Governor Taylor hoped to convince President Bush to 
propose similar national legislation. As useful as 
legislation has been for qualified, successful high school 
graduates, its effects on urban youth are doubtful. The 
problem is the absence of long-term support through the 
adolescent years. 
48 
The I Have a Dream approach provides the necessary 
support through the preadolescent as well as the adolescent 
years. To date more than half of Lang's original group is 
currently enrolled, at least part time, in public or private 
college. That is, 34 of the original 61 students have risen 
to the challenge and fulfilled their dream! Ten members of 
the original class have completed their sophomore years on 
schedule. Another nine students have either graduated from 
high school or obtained a G.E.D. or equivalent degree. 
Others have sought to work rather than go to college; the 
Dreamer program is now looking into ways to foster entry 
into vocational training right out of high school. Eight 
students left the neighborhood before the program could 
reach them, since high mobility is very common among poor 
urban residents. Four others have rejected the entire notion 
of schooling, while six have become teenage mothers. Four of 
the boys have become teenage fathers and one is in prison. 
He is, however, taking college courses (Lacey, 1991). 
There are no certain answers to the question of which 
influences have the greatest effect on student successes or 
failures of students. However, the PP/V's fifth question was 
why generational bonds form. 
Some answers have emerged from the I Have a Dream 
Program. First, the program's approach to student support 
does not attempt to bypass the schools to exert influence 
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over the student. Project coordinators work very closely 
with teachers, guidance counselors and administrators. The 
sponsor functions like a concerned, highly active surrogate 
parent to the Dreamer. These sponsors may have considerable 
influence in other arenas and may become a great benefit to 
the school. This influence also becomes an added source of 
esteem to the student, since this relationship may result in 
the sponsor and the child, being taken more seriously by the 
teachers. 
Administratively, the I Have a Dream Foundation staff 
recognizes that their structure is not fully functional, nor 
has it been fully implemented. No more than half of the 
sponsors have adequately developed functional teams. 
Further, the program relies heavily on short-term training 
workshops, without being able to provide coordinators with 
reliable, on-site support or assistance. The ideal for the 
foundation staff, sponsors and school personnel would be to 
both investigate and share the resources available to the 
Dreamers. 
Since each administrative component is isolated in some 
way, such interaction fosters awareness of opportunities, 
people and monetary resources, and fresh possibilities in 
school. Given the lack of positive and interested adults in 
the lives of these students, it is presumed that an 
interested and available adult can make a difference. 
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Sponsors and educators alike have become more aware of 
the value of an available caring adult who actively supports 
children and acts as an advocate over a number of years. The 
questions posed by the development and the limited success 
of the program for school districts and local governments 
are more profound. Does I Have a Dream prove, by accidental 
contrast, that much urban education is administered in 
triage? The program offers replaceable models of ways to 
deploy not only financial resources, but personal resources 
of time, energy and effort. 
Both the I Have A Dream Program and the Taylor Kids 
Program are designed to provide funding for college tuition 
as opposed to post-high school employment or vocational 
training. The design raises questions about which final 
outcomes are realistic when designing such programs. 
Can these programs be profiled in order to convince 
boards of education, legislatures, private foundations, 
corporations, or even Congress, to allocate more funds to 
guarantee college tuition and other post-secondary education 
and training? Others may ask whether admission to college 
should be considered an entitlement. 
National Demonstration Programs 
Mentoring programs range in size, scope, target 
population and funding sources. An the following section, I 
describe several national programs that have sponsored 
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demonstration programs around the country. These 
experimental programs usually contain a research component, 
which allows them to explore and document the limitations 
and potential of mentoring. 
Career Beginnings 
Career Beginnings, founded in 1985, was one of the first 
and largest of the demonstration projects initiated by the 
Commonwealth Fund (Bloomfield, 1989). The target population 
is described as "tenacious youth." This title presumes that 
targeted students have average grades and average 
attendance, but are unlikely to succeed in college or work. 
Sponsored by the Commonwealth Fund, the Gannett Foundation, 
the John D. and Catherine T. MacArthur Foundation and other 
funders, the program supported efforts by college-based 
staff who ultimately identified at-risk juniors with average 
academic records. The program design provided these students 
with educational and career development services including 
academic remediation, counseling, career planning and 
mentoring that would help them enter college or post¬ 
secondary training, or else find better jobs than they would 
otherwise obtain. The overall initiative was managed by the 
Center for Corporate and Educational Initiatives (CCCEI), 
which was part of Brandeis University’s Center for Human 
Resources at the Florence Heller School for Advanced Studies 
in Social Welfare. 
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Since 1986, over 15,000 young men and women have 
participated in Career Beginnings at more than two dozen 
sites. Over time, the proportion attending two or four-year 
colleges has grown from 61% to 82%, and the proportion 
graduating from high school has grown to more than 95%. The 
Career Beginnings funders have insisted that the initiative 
be subjected to the most rigorous scrutiny possible, and as 
a result commissioned three research projects,(Center for 
Corporate and Education Initiatives, [CCEI], 1993). 
First, the Commonwealth Fund and the MacArthur 
Foundation contracted with Manpower Demonstration Research 
Corporation (MDRC) in New York City, one of the nation's 
premier social science research organizations. MDRC 
conducted an experiment in 1987-88, at seven Career 
Beginnings sites, randomly assigning 1,574 young men and 
women to one of two groups. Those in the experimental group 
were not allowed to join Career Beginnings, although they 
could receive other services available in their schools and 
communities. Those in the control group were involved in the 
usual Career Beginnings Program. 
Second, the MacArthur Foundation funded Education 
Matters!, a small educational research organization in 
Cambridge, Massachusetts. This group conducted an 
independent "process study," reviewing the first three years 
of implementation experience of Career Beginnings at nine 
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sites. They used a variety of approaches, among them a 
review of project documentation and several rounds of 
interviews with project staff. They also interviewed 
participating students, other college officials, high school 
teachers and counselors, business partners, and related 
community leaders. 
Third, in 1987-88 the Commonwealth Fund contracted with 
Louis Harris and Associates, a nationally known polling 
firm, to conduct interviews with 400 Career Beginnings 
mentors and their students at sixteen sites. 
All three research organizations cooperated with the 
CCEI in planning and carrying out the studies, but each 
conducted its research independently. All three studies 
addressed Career Beginnings as it existed in its formative 
years. They found both qualitative and quantitative evidence 
that local Career Beginnings projects have improved in 
management and program offerings since they began. The 
Career Beginnings Program model has been fine- tuned over 
time as CCEI and local project staff have worked together to 
refine guidelines and define standards. 
Most local projects have learned from their experiences 
and have increased their capacity to implement the model. 
Finally, some of the local projects with the most severe 
problems are no longer a part of the Career Beginnings 
network (Harris, 1990). The results of the three studies are 
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worth considering in detail, as they show the value of such 
mentoring programs for all young adults. First, the MDRC 
impact study shows that Career Beginnings makes a difference 
in the lives of young people. As stated in the following 
excerpt from the executive summary of the MDRC report: 
"Career Beginnings led to an increase in college 
attendance and, more generally, to raised educational 
aspirations among experimentals. The proportion of 
experimentals ever attending college during the follow-up 
year was 53.2%, an increase of 4.7 percentage points (or 
9.7%) over the control group figure. This result is 
statistically significant." (CCEI, 1993 p.2). 
Analyses presented in the body of the report point out 
that these estimates about program impact are "conservative" 
since they are based on comparisons of an experimental group 
in which about 20% of the students never received any Career 
Beginnings service, and a control group in which about 10% 
of the young people did receive one or more services from 
the program. 
The authors of the MDRC report therefore conclude that 
it is appropriate to raise the estimate of the overall 
program impact from 4.7% to at least 5.9% and perhaps as 
high as 6.9% in order to compensate for this problem. 
Also, there was a good deal of site variation in the 
program's impact on college attendance. At the two sites 
that the staff judged as having implemented Career 
Beginnings most effectively, the experimental control 
differential in college attendance exceeded 10 percentage 
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points. In contrast, at the two sites where the program was 
judged to have been implemented least successfully, impacts 
were negative. That is, the students in the control 
experimental group went to on to college more often than 
those in the control group. 
In addition to the statistical analysis of program 
impact, the MDRC also reported on the participants’ 
assessments of the program. More than 90% of Career 
Beginnings students felt that their experience helped them 
move toward their educational and employment goals. Thus the 
rigorous MDRC impact study showed that the Career Beginnings 
initiative had significant impacts for in school youth. 
The Education Matters! Study presents its findings in 
slightly different terms at several points in the report, 
but consistently says thaty the ideas underlying the Career 
Beginnings approach are sound. When the program and all of 
its components are well implemented, it can be a powerful 
force for change in the lives of tenacious youth. 
The idea of providing a host of college and/or career 
oriented services to the "middle group" of disadvantaged 
young people is sound preparative policy, when one considers 
the fact that young people in the group rarely get adequate 
attention from either school guidance counselors in most 
existing programs for disadvantaged youth. 
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With the possible exception of mentoring, none of the 
individual components in the program model is novel. 
However, each of the components represents a sensible 
approach to meet an important need faced by disadvantaged 
high school youth. Also, the coordinated delivery of all of 
them offers three important advantages. First there is 
synergy, the likelihood that benefits from one component can 
spill over and increase the effectiveness of others; Second 
they provide tutoring, services that meet the varying needs 
of different types of young people, e.g., those whose 
greatest need is academic help, those whose greatest need is 
adult guidance. Finally, there is a "fail-safe" mechanism 
that means that even if one component is poorly 
implemented, other components may offer services that can 
get through to the participants and make a difference in 
their lives. 
This report does not identify which specific components 
of the Career Beginnings model are central to the 
achievement of program goals. Different components seem to 
be most critical for different participants. Most projects 
have not, by their own admission, implemented the program in 
a way that allows it to achieve its full potential. 
However, preliminary evidence suggests that those sites that 
have implemented the model best are attaining the best 
results. The sites that developed the strongest projects 
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tended to have several features in common: their local 
project managers were experienced in youth programming, had 
senior status in their universities and project manager 
experience. They also had a vision of what they were hoping 
to accomplish that was at least partially formed before they 
received the Career Beginnings grant announcement. They also 
had clear support from their institutions and previous 
working relationships with those who were expected to 
collaborate as partners. 
The third survey in which Harris pollsters interviewed 
400 Career Beginners, showed that the vast majority credited 
their mentors with helping improve their lives. Roughly 
three of every four Career Beginners said that their mentor 
helped them to try harder, raise goals and expectations, 
and/or increase self confidence. Approximately six of every 
ten Career Beginners said that their mentors helped them to 
improve their grades in school. On the other hand, somewhat 
surprisingly, only one in four participants said that their 
mentor was vitally important in helping them make career 
choices. 
The mentors also felt they benefited from involvement 
with 400 Career Beginnings. They felt that the time they 
spent with high school students had improved their own lives 
in important ways as well as helping participants. More than 
90% of the mentors surveyed said that they enjoyed their 
58 
role; approximately seven out of every eight were willing to 
serve as mentors again in the future. The survey also 
provided insights into the characteristics of the mentors 
and how they were recruited. 
It indicated that the mentors were well educated (89% 
college graduates), professionals or managers (81%), and 
well paid (roughly half with salaries over $50,000 per 
year). Nine out of every ten managers had already served in 
a similar role in the past, either informally (69%) or in a 
formal program (21%). 
The Louis Harris surveys present the beliefs of Career 
Beginners and the adults who mentored them about the 
effectiveness of the process. They do not prove anything 
that is statistically defensible. However, the nationwide 
sample surveys do represent powerful evidence that both 
Career Beginners and their mentors almost invariably found 
the mentoring experience to be beneficial. Career Beginners 
are more likely to get something out of the mentoring 
experience when they are well prepared and when they meet 
frequently with the men and women who serve as their mentors 
(Harris, 1990). 
The conclusion drawn from an analysis of all three 
studies suggests that when the program is administered well, 
Career Beginnings projects can have a profound impact on the 
lives of high school students from low-income communities. 
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At the project sites which provide comprehensive service 
packages. Career Beginner participants are more likely to go 
to college or otherwise achieve their post-high school 
goals, compared to similar non- participants at their 
sites(CCEI, 1993). 
The President of MDRC made the following comments in the 
preface to the impact study: 
"This study of the impacts of Career Beginnings 
indicates that the program succeeded in increasing college 
attendance in the year immediately following high school 
graduation. Because the potential earnings gained for 
college graduates were so great and because the program 
cost is relatively low. Career Beginnings could be a 
worthwhile investment. This conclusion is held despite the 
fact that there is a five point difference in measured 
impact, which narrows over the years, between initial 
college attendance and actual college graduation. Career 
Beginnings appears to offer a coherent framework for 
delivering services to disadvantaged youth. It 
also seems to offer a promising route for enhancing their 
post secondary educational attainment and life 
opportunities"(p.6 ). 
Other National Programs 
A few other national programs deserve mention here. 
First, the Campus Partners in Learning (CPIL) was developed 
by the Education Commission of the States (ECS), and was 
also called the Campus Compact (Freedman, 1992b). In the 
CPIL program, college students work with at-risk youth in 
grades four through nine; the program focuses on twenty 
pairings per site. This program is thought to help develop a 
public service and work ethic for college students, while 
helping inner-city students academically. The project was 
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funded by the MacArthur Foundation, the Carnegie Foundation 
and the Honeywell Foundation. CPIL began with ten schools 
during the 1989-90 academic year, and expanded to twelve 
schools the next year. 
The cooperating universities are Boston University, 
Connecticut College, Michigan State University, Xavier 
University and University of California at Santa Cruz. The 
chairman of the project and of ECS is Governor Rudy Perpich. 
A second program, Linking Lifetimes, matches juvenile 
offenders, teen mothers, potential dropouts, and other at- 
risk youth with older adults (Freedman, 1989) . The program 
is currently functioning at 11 sites and is intended to 
eventually accommodate ten pairings per site. The Linking 
Lifetimes Program functions in conjunction with the local 
Foster Grandparent Program. Temple University’s Center for 
Intergenerational Learning operates the overall project. The 
project is funded by the Edna McConnell Clark Foundation, 
the Charles Stewart Mott Foundation, the Burden Foundation, 
and the Ittlesson Foundation. A third program. Each One 
Reach One, is funded by the W.K. Kellogg Foundation and is 
operated by the (NBCDC) National Black Child Development 
Corporation. The program serves 260 children in Detroit, 
Michigan; another chapter in Greensboro, North Carolina, 
serves 380 children. The program’s philosophy asserts that 
each child deserves a role model. The National Black Child 
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Development Institute, which lobbies on behalf of Black 
children, has chapters in 33 cities, and an open membership 
organization of 3,000 adults. The NBCDC operates a number of 
child advocacy programs similar to Each One Reach One. 
Fourth, the WCDU Program, named after a popular radio 
station in Washington D.C., was begun by Ernest White, the 
station's Director of Public Affairs (Freedman, 1992b). The 
project pairs 32 suburban Black men with 40 students who 
attend the Malcolm X Elementary School in the southeast 
sector of Washington, D.C. The students range in age from 8 
through 13 years and are chosen by the school's 
administration. The target population for the WCDU Program 
is boys who are struggling academically, have irregular 
attendance, and tend to get into fights. The initial contact 
is made during the summer before the boys enter the fourth 
grade. The mentors get together with the boys on Sundays for 
tutoring and related discussions. 
The fifth program is also in Washington D.C. The Black 
Male Youth Health Enhancement Program, operates out of the 
Shiloh Baptist Church, but has expanded to include the 
greater Washington community (Freedman, 1992b). The program 
attracts boys who live in the inner city, to meet on 
Wednesday evenings. The topics of mentor discussion are 
pregnancy prevention, substance abuse, and life skills. The 
Wednesday night forum includes parent support groups and 
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teen-peer interaction opportunities, which help keep teens 
involved in pro-social, supervised activities. 
Sixth, the Urban League (1990) Providence, Rhode Island 
sponsors a program called the Education Initiative Program 
or EIP. This design asks mentors to spend one year with 
students, acting as role models, advisers, and support 
agents. The goal is to convince students of the importance 
of education and to help them develop life-long goals. The 
EIP .targets students from five Providence schools and 
provides them with mentorsx from the Black community. The 
program uses local college students as tutors, a training 
support for mentors and some staff support. Over 100 
students have been involved in the program for a minimum of 
at least a three-year period. 
Several innovative programs pair inner-city Black teens 
with Black professionals. These pairings are sponsored by 
fraternities and sororities, whose members had already 
graduated from college. Moreover, these groups often offer 
or have access to scholarships for successful tutees. One 
such innovative mentoring program was developed in Oakland, 
California: the Frick Mentoring Program pairs adolescent 
Black girls with professional Black women. In Philadelphia, 
Omega Psi Phi fraternity, one of the largest Black 
organizations in America, has provided over 30 mentors as 
63 
part of a scholarship program established by Ruth Hayre, a 
retired Philadelphia school administrator (Freedman, 1992b). 
In Seattle, professional baseball player Harold Reynolds 
has matched a host of Black businessmen with inner-city 
youth, through a program called Role Models Unlimited 
(Freedmen, 1992b). Finally, in Pittsburgh, Milwaukee and 
many other cities, local chapters of One Hundred Black Men 
are matching black youth with Black men for mentoring 
relationships (Freedman, 1992b). 
Corporate Programs 
Corporate projects have become another important source 
of mentoring programs. Many businesses have moved away from 
adopting schools to convincing their employees to "adopt" 
individual students. For example, Proctor and Gamble Company 
has established a mentoring program called ASPIRE, with 
Woodward High School in Cincinnati (ASPIRE, 1990). Its 
mission is to develop the "attitude" that is necessary in 
order to insure academic success. Its secondary goal is to 
help students find the routes to personal development and 
success. The program asks mentors to remain with the 
students for five years, beginning in the ninth grade, and 
extending beyond high school graduation. Another corporate 
project was initiated Project Mentor, in Austin, Texas, 
started by the IBM Corporation, in 1987. The program has 
made 900 pairings between mentors and disadvantaged students 
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from the Austin public schools. These mentors work with 
students in order to bolster self-esteem, and to serve as a 
friend, counselor, role model and adviser. The academic goal 
is to increase each student's attendance and grades. The 
mentors come not only from IBM, but also from other 
companies in the area. Because many of the students in this 
community are Hispanic, a great effort is made to pair them 
with mentors who speak Spanish. 
Fannie Mae, a Washington D.C.-based corporation, 
sponsors a program> which began in Woodson High School. 
Woodson is located in one of the most economically 
disadvantaged areas of Washington. (Freedman, 1992b) School 
officials estimate that about 40% of the students come from 
families with incomes in the ranges of $9,620 for a 
household of two to $24,440 for a family of eight. The 
program was open to any student who earned all A's and B's 
in a particular semester. Fannie Mae provided each student 
with a mentor from the corporation and $500 in scholarship 
money for each honor roll semester. The mentors work on 
career counseling and bringing students to the workplace. 
Within the community, Woodson High School, known as the 
"Tower of Power," is a source of community pride. 
Another corporate-sponsored program, the Futures 500 
Partnership and Mentoring Program, had over 135 students 
participating by 1990. After induction into the Futures 500 
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Club, each student member is teamed up with a Fannie Mae 
employee who has volunteered to serve as a mentor. The 
Future 500 Club member pairs participate in a number of 
counseling, tutoring and personal referral activities on 
behalf of each student, with the cooperation of school 
officials. 
These activities include programs at the Fannie Mae 
Office Building as well as other extracurricular outings. In 
order to encourage a greater commitment, Fannie Mae offers 
its employees ten hours of release time per month. Each 
summer, Fannie Mae sponsors a paid internship program at the 
corporation for up to 20 students who will be entering their 
junior or senior year. The mentor also sponsors the students 
when they participate in the student internship program at 
the Fannie Mae Office. Additionally, graduates have 
opportunities for internships at Fannie Mae before they 
enter college. 
The program hires two professionals, a teacher counselor 
at the Woodson High School and a program manager hired by 
Fannie Mae. Together they are responsible for identifying 
interested students who qualify for the program, but who 
need the individual attention of the mentor. They counsel 
students, along with guidance staff, about college and 
career interests. They are also responsible for recruiting 
mentors every year. Interested employees are asked to fill 
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out a volunteer questionnaire that includes their 
professional background and interests. They also write a 
brief essay to explain why they want to be mentors and what 
kind of student they might work with best. 
The key point is that much screening goes on prior to 
the matching process. The careful monitoring of the student- 
mentor matches insures a greater initial compatibility. 
The mentor is also given a written explanation of the 
role and expectations of a Fannie Mae Mentor. As the program 
has grown, one-on-one meetings with program managers have 
been supplemented by regularly scheduled meetings of mentors 
facilitated by a peer group leader. The peer group leaders 
also meet with the program administrators monthly. These 
sessions provide continual learning, support, and valuable 
feedback. 
The corporate-based program office maintains solid 
relationships with mentors through a range of activities: 
initiating frequent communications; distributing updates and 
sharing good news; holding regular support/training 
sessions; encouraging mentors to plan activities with each 
training session; encouraging mentors to plan activities 
with each other and with their respective protegees:, and 
providing recognition. 
The last is a particularly important component. Since 
one of the biggest obstacles to overcome for student 
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success is the relentless peer pressure to intentionally 
underachieve as described by J. Ogbu (Fordham and Ogbu, 
1986) . 
In the program, the socialization between peers of the 
same sex and peers of the opposite sex creates subgroups 
where academic aims, future investment in the corporate 
world of work, and college aspirations are common values. 
While mentoring is one of the most important parts of 
the overall Fannie Mae Program, it is also one of the most 
emotional. Students with successful mentoring relationships 
speak very highly of their mentors and the positive impact 
on their lives. Both proteges and mentors strongly endorse 
their working relationships as an important part of the 
program's success. In fact, newer members who are not 
immediately assigned mentors anxiously await their 
opportunity. 
In the Fannie Mae Program, as in all successful 
mentoring, building meaningful relationships takes patience, 
a sense of timing and perseverance. Nevertheless, many 
mentors support their proteges in significant ways, helping 
them work through critical decisions and providing them with 
resources and support in defining their plans beyond high 
school. By acting as role models they can demonstrate what 
it takes to become a productive person. The mentors also 
expose the students to other environments and ideas while 
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helping them build the self-confidence and competence that 
turns their aspirations into reality( McKenzie Group, 1991). 
One important role which mentors play is in the college 
and financial aid application and selection process. Both 
members and their parents have commented on the help from 
mentors, in an area where they have had little or no 
experience. The program staff makes every effort to ensure 
that each senior has an assignment mentor to assist them 
during this potentially difficult process. The mentors 
receive benefits as well. 
Many experience personal satisfaction. By developing 
nurturing relationships, their own strengths are enhanced 
and their self-perceptions improved. In some cases, the 
disappointment that accompanies unsuccessful relationships 
can be traced to inappropriate expectations by one or both 
parties. The mentor/protege relationship has a high 
probability of failure. 
Students looking for "substitute parents" are easily 
disappointed by mentors who may not be comfortable with 
developing strong emotional relationships. 
Also, mentors sometimes respond too strongly when 
students they perceive as honor students fail to honor 
social commitments or refuse to be publicly identified in 
peer groups as being academically inclined. This type of 
thinking is foreign culture (McKenzie Group, 1991). 
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This problem is easily compounded by the fact that 
mentors and their proteges frequently come from different 
cultural, socioeconomic, and/or gender backgrounds. Students 
know, from informal discussion and rumor, who the more 
assertive mentors are. Sometimes they may try to avoid them 
or sometimes they may request a more aggressive mentor. 
Social Enrepreneurial Programs 
The next group of programs are an important part of the 
mentoring movement. They use mentors from the Black 
community, from the ranks of corporate employees, 
or from other civic agencies. The commonality is 
that each program was started by a single person 
in the model of Marc Freedman, the "social entrepreneur", 
who started P/PV (Freedman, 1992a). 
First, Mentors Inc. was launched in 1987 by a Washington 
D.C. parent named Shayna Schneider, a former teacher who had 
several children in the Washington D.C. public schools 
during the 1987-88 school year. During a lengthy telephone 
interview with Mrs. Schneider, I learned that she decided'to 
form the program after watching a television program on 
mentoring. Her greatest success came when she established an 
alliance with the Board of Trade, the Chamber of Commerce 
for large corporations in the area. 
By 1991 Mentors Inc. had matched 500 public school 
students with mentors. The program is located in seven 
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Washington D. C. schools and focuses on low- income 
students. The target population is those students who show 
academic potential, and who receive grades of C or better. 
Mentors are asked to commit four hours per month to meet 
with the students during their sophomore year. The school 
guidance counselors are "deputized" by the program to 
oversee the matches. However, they receive no additional pay 
for these services. 
Second, Philadelphia Futures was founded by Marcienne 
Mattleman, an education professor and former teacher in 
Philadelphia (Freedman, 1992b). When Ms. Mattleman was the 
Mayor's Director of Literacy, she moved to establish a 
program which would bring the city's high school graduates 
back into the community to work with disadvantaged students. 
The grades of the students who enroll range from C's to B's. 
The difference between this program and Mentors Inc. is that 
it targets students from elementary schools through high 
school. The mentors are drawn from civic groups, businesses, 
colleges, and the general community. All mentors have one 
thing in common: they have been identified as having 
graduated from a Philadelphia high school. In the program's 
first full year of operation in 1990, there were 
approximately 200 matches. The Philadelphia Futures Program 
operates with a small central staff and relies on teachers 
and counselors to supervise matches within the schools. 
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A third program. Project Raise, was created by Abell 
Foundation President Robert Embry, with the goal of reducing 
the dropout rate of participating students by 50% (Freedman, 
1992b). The program began'in 1988 with a few sponsoring 
organizations, including two churches, two banks, two 
colleges, and a Black fraternal organization. Each 
organization adopted a class of sixth graders, promising 
them mentors throughout high school. 
Because of a concern that sixth graders are already too 
old to be helped, another project was initiated; Raise II 
adopts students in the second grade and offers them 
mentoring right through high school. Between the two 
programs, approximately 450 active matches have developed. 
In 1989, a fourth program began after President Bush 
called on all Americans to become involved in increased 
volunteerism in public schools, as Philanthropist Ray 
Chambers founded the One to One Program. The original intent 
of the program was to connect every at-risk-person with a 
mentor, and through that mentor, with a caring society 
(Robbins, 1989). One to One hopes to recruit one million new 
mentors over a 12-month period and then spearhead a national 
mentoring movement. One to One has two main strategies. The 
first is to assemble leadership groups from some 20 
different sectors, including education, business, labor, and 
philanthropy, to promote the cause of mentoring. The second 
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strategy is to establish a set of Local Leadership Councils, 
to stimulate mentoring in local communities, including 
Philadelphia, New York, Boston, Atlanta, Los Angeles, and 
Charlotte. 
The One to One Program has also formed an alliance with 
United Way of America, called "A Success Strategy for 
Youth." The investment bank ^Goldman Sachs has loaned an 
employee to serve as president of One to One. Because these 
programs are so new, in many instances, their long term 
achievements are difficult to asses. 
Collaborative Programs 
Within the corporate collaborative sector, one 
interesting program was peer mentors and involves federal, 
corporate, parochial, and higher education: Keeping Youth In 
School. In 1987, this project, designed to halt the school 
dropout trend was established in Washington D.C. A 3-year 
research and demonstration project, funded by the Children's 
Bureau, Administration for Children, Youth and Families, it 
targeted 12- to 15-year-old minority youth in foster care in 
Washington, D.C. Conducted under a grant to the Catholic 
University of America, the project was housed at the 
National Catholic School of Social Service and cosponsored 
by Family and Child Services of Washington, D.C., the 
District of Columbia Department of Human Services, and the 
Marriott Corporation. The project used peer mentors 
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undergraduate students at Catholic University and employment 
training and incentives to encourage positive attitudes 
toward school, improve youths’ school attendance, and 
enhance their work skills. A detailed description of these 
strategies, together with an overview of the program’s first 
year of operation, was featured in the July-August 1987 
issue of Children Today (Lee, et al, 1990). 
How effective was the project in keeping the youths in 
school? Of the 97 youths who participated since 1986, only 
six are known to have dropped out. Of those six, two joined 
the Job Corps; two are studying for the GED; one has 
obtained a GED and gone on to college; and one has worked 
full-time for more than a year since dropping out of school. 
As of September 1989, nine project participants have 
graduated from high school and three have enrolled in 
college. 
With the exception of 10 youths during the first year 
and one during the second, the participants were all between 
the ages of 12 and 15 when they were accepted into the 
project. Of the 97 official participants, 10 were 
superficially involved while 87 were active participants. 
These 87 youths established and maintained relationships 
with their peer mentors and participated in incentive 
programs. Among the 97 youths, 94 were black, two were 
Hispanic and one Asian. Fifty were female. 
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They came from the inner city, and the majority of them 
continued to live there. With a few exceptions, all 
attended pubic schools. Their living situations as of 
September 1989 were as follows: 10 were living 
independently; eight had returned to biological parents, 
five were in restrictive residential settings because of 
serious emotional or behavioral problems, two were in 
detention, 15 were in group homes, and 57 were in foster 
homes. 
By September 1989, 47 youths were still actively 
participating in the project. Data on the participants were 
collected through surveys, observations, personal 
interviews, and periodic analysis of the youths' school 
report cards. An analysis of their quarterly grades 
revealed that after the first year 42% improved their grades 
each marking period, and 24% improved in one or two of the 
marking periods. The most significant grade change (the 
statistical significance level reached .001) took place in 
the third quarter of each academic year, perhaps because the 
youths usually had formed close relationships with their 
mentors by that time. 
A study of 42 project youths in spring 1988 found that 
22, or 52% were in age-appropriate grades, eight were in 
lower grades; 10 in higher grades, and two in ungraded 
classes. However, an independent educational test measuring 
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basic educational skills revealed an entirely different 
picture: 29 youths (69%) were significantly behind their 
grade level in reading, lagging, on average, by almost four 
years, twice as far behind as those most likely to drop out 
of school, according to well-documented studies in the 
field. Additionally, 31 (74%) were behind in math. Among 
this group, the mean number of years of grade retardation 
was 2.4. The discrepancy between basic skill level and 
grade placement level suggests that perhaps many youths were 
inappropriately placed, or were not receiving needed 
services. 
Between October 1986 and September 1989, more than 100 
undergraduates served as friends, tutors and counselors to 
one or two youths* Over the 3-year period, however, the 
project's ability to retain peer mentors has significantly 
increased. During the first two years mentors usually 
stayed in the program for one semester to one year; by the 
end of the third academic year ( June 1989) , 42 mentors were 
actively involved. Six graduated and left the project, but 
the remainder were willing to continue for at least another 
year. This enhanced retention rate can be attributed to four 
factors: the project staff's increased skill in selecting 
and working with peer mentors; close supervision and 
training of the mentors; "backup" services (accompanying the 
mentors to conferences with foster care providers, for 
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example) to enhance their confidence in working with their 
youths; and the promotion of cohesion among mentors by 
forming mutual support groups, organizing periodic social 
gatherings, and recognizing them through items in bimonthly 
newsletters. 
When the youths reached age 16, they were assured of 
jobs. Initially, they were placed in entry-level positions 
within the Marriott Corporation's restaurant division (which 
includes Roy Rogers, Hot Shoppes, and Bob's Big Boy 
restaurants). The work sites were either near their homes 
\ 
or accessible by public transportation. 
Between 1986 and 1989, 44 youths reached age 16 and thus 
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became eligible for employment training. Of these, 19 (43%) 
chose not to participate. Twenty five (57%) were 
interviewed and all were offered jobs. However, six never 
started to work after being hired, and four worked one month 
or less. Six youths worked from one to six months, three 
worked from six months to a year, and six youths-all female- 
worked a year or more. At least seven of those who worked 
six months or longer have since moved to sales or to better 
paid restaurant jobs. 
Based on many experiences, it is safe to conclude that 
youths in foster care are at risk of dropping out of school. 
Their education has frequently been neglected or 
interrupted. Their basic skills in reading and math are far 
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behind their grade placement level, and many need special 
education. Children in foster care should be routinely 
tested so that they can receive timely assistance. The Keep 
Youth in School project has demonstrated that the peer 
mentors and the employment training and incentive aspects of 
the program were effective ways to motivate youths to stay 
in school. 
The undergraduate college students, both black and 
white, who served as peer mentors were effective as agents 
for change and capable tutors and role models for urban 
minority youth. The project also found that peer mentors 
should be selected based on students’ qualifications- 
academic performance, attitudes, values, interests, and the 
capacity to care for others-rather than financial need, 
although the stipends that the project provided were 
essential to college students who needed funds for gifts, 
travel and doing things with their youths. 
In summary, the project created a replicable model to 
help urban youths, aged 12 to 15, who are at risk of 
dropping out of school. It is important to note that the 
success of this project depended largely upon support from 
the collaborating agencies, as well as the dedication of 
primary care workers, to provide youths with supervision and 
stable home environments. The project not only benefited 
the youths but also positively affected the young college 
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students. The friendships they formed helped break down 
barriers between class and race.' The quality of their 
relationships can best be described by a statement from one 
of the mentors: 
"My youth mentor was one of my best friends in my first 
year of college. We yelled, we screamed, we fought, but 
underneath it all, we knew what we were saying to each 
other. We loved each other. We had our ups and downs but 
we always seemed to make it through them. We did not have 
much time but I think that we achieved a strong bond." 
Summary 
The programs presented in this review have underscored 
two ideas: the potential of relationships instrumentally 
developed to help poor children, adolescents, and teen¬ 
agers; and the potential of volunteerism practiced by 
middle-class adults, to engage the disadvantaged. 
Periodically, Americans rediscover the poor and reach out to 
help them. In the 1960's, under the Kennedy administration, 
the initiative was called the War on Poverty. Thirty years 
earlier, it had been manifested in the New Deal, under 
President Franklin Roosevelt, and most recently in President 
Bush's Points of Light Program. 
The 1983 report of the Commonwealth Fund, a New York 
philanthropy, begins with an essay entitled Mentors, written 
by the foundation's president, Margaret Mahoney. She argues 
that because young people have lost their natural proximity 
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to caring, mature adults, and that their need for 
constructive guidance remains unfulfilled. 
This problem is particularly acute for children who live 
in poverty, in deprived urban neighborhoods and are 
confronted with too many negative influences and anti-social 
role models. She argues that one-to- one relationships can 
reassure children of their innate worth, instill values, 
guide curiosity, and encourage a purposeful life. Mahoney 
(1983) concludes by calling on adults in America to come 
forward and devote a small but significant part of their 
lives to mentoring. This reference is significant because 
the Commonwealth Fund began sponsoring mentoring projects in 
the early 1980’s. Theirs were some of the earliest and most 
ambitious of the early mentoring initiatives. Career 
Explorations in New York focused on disadvantaged youth and 
matched them with mentors from the Coalition of 100 Black 
Women. This initiative evolved into a national demonstration 
model called Career Beginnings, which is currently operating 
with mentoring as its primary component in two dozen cities. 
I have referred to these programs above. They target the 
need for academic counseling, job prospect clarification, 
and introduction to the world of higher education, while 
focusing on a critical cross section of America's poor. In 
this instance poor, female, urban adolescents comprise three 
categories of possible risk. The obvious advantage to having 
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large philanthropies create mentoring programs is that they 
have access to large businesses and academic organizations, 
as well as agencies that impact poor urban children. 
Schools, neighborhood clubs, churches and social service 
agencies have become conduits to provide mentees for 
concerned adults in large corporations, small businesses, 
fraternal organizations, colleges and universities. 
According to the mentoring manual published by the Abell 
Foundation(1989) in Baltimore, seven major elements comprise 
a successful mentoring program: 
• Mentors and Mentees should be matched by needs and 
resources. 
• Mentors must be committed to providing consistency, 
caring, and concrete help for at least one year. 
• The goals must include helping mentees develop self- 
confidence and independence. 
• Both mentors and mentees must expect to benefit and to 
learn. 
• There must be a support mechanism in place for both 
mentors and mentees. 
• The parents of the mentees must be involved and supported 
in their role. 
• The program must be objectively evaluated to determine 
its impact over time. 
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To date, the research has upheld the importance of these 
elements. Dorothy Gilliam, a Washington Post columnist, sent 
out an urgent plea in 1989, using her position and newspaper 
column. She implored her readers to "roll up their sleeves," 
and to "serve as their brother's keeper for thousands of 
children who were reaching the crossroads" (1989, p.3 ). 
According to Gilliam, a number of organizations, 
including several churches, have started mentoring programs 
with the intent of having men and women develop personal 
one-to-one relationships with at-risk boys and girls. She 
cautioned that it was not enough to pay only lip service to 
the intent of these programs; the need is double, or even 
insure that each adult would take responsibility for 
quadruple these efforts. The solution, she wrote, was to 
help just one child. 
The William T. Grant Commission on Work, Family and 
Citizenship(1988) recommended that many more mentoring 
programs be established, evaluated and refined. It was 
especially enthusiastic about perpetuating those programs 
that involved young people in ongoing relationships based on 
shared purposes and interests. 
At approximately the same time. President Bush taped a 
television commercial endorsing mentoring, and New York's 
First Lady, Mathilde Cuomo (1990) declared 1989 "The Year of 
The Mentor." By 1990 a host of very influential 
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organizations and corporations, including Chrysler, Proctor 
and Gamble, Goldman Sachs, IBM, Xerox, the United Way of 
America and the National Education Association, had thrown 
their support behind mentoring. 
In March of 1990, the first National Mentoring 
Conference was held, sponsored by the Commonwealth Fund, the 
Chrysler Corporation and the U.S. Department of Labor. 
Elizabeth Dole, then Secretary of Labor, offered the keynote 
address. Later that year, the new One to One Foundation and 
the United Way of America sponsored another conference on 
mentoring, with a message from President Bush and speeches 
by Jack Kemp, David Kearns and other notables from 
government and the private sector. The Philadelphia Inquirer 
proclaimed in a 1989 editorial that mentoring had become 
"downright trendy" as the Helmsley-Boesky era ended* the 
fresh interest in youth gave a reason for hope( Mentoring, 
1989). Likewise, a New York Times writer( Marriot, 1990) 
described an enormous surge in mentoring programs, observing 
that in recent years the idea of directly contributing to a 
young person's chances of success has found great appeal 
among educators, business leaders and others. 
By the end of 1990, mentoring had become a widespread 
mission. It had a complete and wide range of supporters and 
a broad spectrum of inclusive activities for everyone. 
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Coupled with euphoric expectations by all participants, it 
was characterized by a resurgent phase of American idealism. 
Thus comes as no surprise that 1989 was the year that 
Bank of Boston decided to expand an existing school/business 
partnership with the John W. McCormack Middle School. This 
expansion was funded by a major financial contribution that 
institutionalized a school-based mentoring program. This 
mentoring program has subsequently grown to include 102 
adult mentors, each paired with an adolescent mentee from 
the school. 
As we have indicated, each of the above programs 
contains mentoring's principal elements: middle class 
volunteers, a focus on the poor, and reliance on personal 
relationships. These elements constitute a recurring reform 
incentive that has aroused national fervor in past 
generations, and continues to do so. The historical 
precedent of these earlier programs provides the dynamics 
for the current mentoring movement. 
The mentoring program that evolved as a major component 
of the John W. McCormack Middle School/Bank of Boston 
Partnership has extracted components of a number of the 
programs mentioned in this review. 
Furthermore, the timing of the partnership's 
willingness to expand its mentoring program was a part of 
this national trend. This trend included but was not 
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limited to private, corporate, public and government 
institutions during the years between 1985 and the present. 
CHAPTER 3 
METHODOLOGY 
The purpose of this study is to analyze the 
Tutoring/Mentoring Program begun at the McCormack Middle 
School under the auspices of the McCormack Middle 
School/Bank of Boston Partnership. The initial and expanded 
partnership programs were founded in 1987 and 1989, 
respectively, and continue to serve approximately 100 
students per year. The Bank of Boston provides approximately 
80 volunteers per year to continue providing academic and 
counseling services. The Tutoring/Mentoring program is an 
ongoing component of the John W. McCormack Middle 
School/Bank of Boston partnership. The researcher has been 
the principal of the McCormack Middle School for the past 15 
years. 
The terms "mentor" and "tutor" are used interchangeably 
in this study, even though the recruitment criteria and job 
descriptions were significantly different. Originally, a 
tutor was a Bank of Boston employee who was recruited to 
teach a particular student, at a given time, in an isolated 
area of the building. Both students and tutors selected 
specific academic subjects, and matches were made on that 
basis. These subjects were, and still are, primarily reading 
and math. Over time, an increasing number of students have 
chosen science and social studies. 
The two sources of data were written questionnaires 
completed by the students and a combination of written 
questionnaires and audiotaped interviews conducted with 
adult tutor/mentors. Both response frequencies and 
categorical data were taken from the results of students' 
questionnaires, and from the mentors' interviews and by 
comparing questionnaires. The tutor/mentor data was compiled 
from the answers to the same questionnaire items, as 
answered by first-year, second-year and third-year mentors. 
The statistical data for students was compiled and reviewed 
to observe categorical similarities of responses to the same 
questionnaire items. The questionnaire responses were later 
separated into groups containing the first-year, second-year 
and third-year mentees' responses. The data gained from the 
student and tutor/mentor questionnaires provided insights 
into the four research questions. 
Research Questions 
The concerns of this research were based upon the 
interests of those schools and collaborating businesses that 
are trying to improve performance of early adolescents in 
urban middle schools. The four research questions were: 
1. What is the profile of the ideal mentor for urban early 
adolescents? 
2. What motivates urban early adolescents to become 
involved with a mentor or tutor? 
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3. In what areas do urban adolescents recognize the impact 
of tutors and mentors? 
4. What factors motivate working adults to volunteer to 
tutor urban early adolescents? 
Data Collection Procedure 
The researcher prepared both the tutor and the mentor 
questionnaires and the interview protocol. Before 
distributing the questionnaires, The researcher spoke to all 
the mentors in the large orientation session. In addition, 
the researcher informed the parents of the students who 
submitted questionnaires about the process. The required 
documentation was also completed authorizing the use of 
human subjects for research, according to the University of 
Massachusetts dissertation guidelines. Because of his 
position as principal of the school, however, the researcher 
chose to remove himself from conducting the actual 
interviews. The researcher arranged all of the components 
and scheduled the interview process, but asked another 
interviewer to meet the interviewees and ask the questions, 
in order to increase the probability of honest responses. 
Student Subjects 
The researcher arranged a questionnaire survey of 22 of 
the students who were involved in the John W. McCormack 
Middle School-Bank of Boston mentoring and tutoring program. 
All of the mentees in the program were assembled and invited 
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to participate in the study. They had to obtain permission 
from parents and had to be willing to remain after school in 
order to complete the questionnaires at the same time. The 
incentive for participation was a pizza party which followed 
the completion of the surveys. The distribution and number 
of students were affected by after school requirement. The 
researcher thought that the incentive attracted the largest 
student group possible. Further, this method would increase 
the likelihood that all of the questionnaire items were 
explained and carefully completed. Finally, student 
anonymity was profoundly stressed during the completion 
period in order to encourage candor. These students fell 
into three categories. The first category contains students 
assigned to tutors for the first time, in the year of the 
study, 1994-95. The second subset of subjects was composed 
of students who have had the same mentor for two successive 
years. The third subset had the same mentor for three 
successive years. The student assignment process is based on 
the Mentoring Committee’s response to a self-referral from a 
student or a referral from a teacher, a school 
administrator, or a parent. Students were asked to indicate 
their status on the questionnaire: first, second or third 
year. Students had a two week deadline, and were then sent 
written reminders in the inter-office bulletin. 
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Tutor/Mentor Subjects 
The subjects for the mentor questionnaires were asked 
to volunteer and participate in this project at the annual 
mentor training seminar, held at the Bank of Boston in 
September 1994. As part of the opening seminar the 
researcher explained the pending study and informed the 
assembly of tutor/mentors that the Bank of Boston 
Partnership Coordinator would distribute the questionnaires 
to those who chose to volunteer. It was stressed repeatedly 
that participation was strictly voluntary and that the 
results would have no bearing on the tutor/mentor's 
relationship with the school, partnership or program. All 
together 62 mentors were invited to participate in the 
study. Tutor/mentors were given the option to hand deliver 
their questionnaires or to send them to the Bank Partnership 
Coordinator by inter-office mail. The BKB Partnership 
Coordinator distributed 65 questionnaires, one to each 
mentor in the program. Nineteen completed mentor 
questionnaires were returned. The three additional requests 
for replacement questionnaires came from those who has 
misplaced or ruined their original copies. All of the 
questionnaires that were returned were tabulated in the 
compilation. One third of the current tutor/mentors in the 
program submitted completed surveys. The researcher did not 
use a random sampling instrument when gathering this data. 
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Student Questionnaires 
The written student questionnaire was five pages long. 
It was designed to be easy for middle school-aged students 
to comprehend and complete without significant adult 
coaching. The questionnaire contained 29 items presented in 
a multiple-choice format. The questionnaire solicited 
demographic information that would identify the degree of 
student representation by race, sex and grade level. 
The questionnaire was reviewed and revised based on 
feedback from five people: the researcher, another Boston 
Public School principal who assisted the researcher, the 
school's Director of Instruction, the cooperating professor 
and thesis adviser at University of Massachusetts’s School 
of Education and a sixth-grade teacher at the McCormack 
School. 
The heading read: "Bank of Boston McCormack School 
Mentoring Program Student Survey." The questionnaire first 
asked students to indicate gender and race. The eight most 
frequently found racial groups from the school’s 
demographics list were presented as multiple choice options. 
Questions 3,4 and 5 asked the source of the student 
referral, reason for the referral and if the tutor/mentor 
and student were of the same sex and/or race. Questions 6, 
7, and 8 asked if 1994-95 was the student's first year in 
the program, the number of years of involvement and whether 
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the student had the same tutor for successive years. 
Questions 9, 10 and 11 determined the frequency of parent 
and/or teacher contact by tutor/mentor and level of 
discussion regarding high school or college. Items 12, 13 
and 14 explored the impact of various issues of discussions 
regarding school problems, academic problems, peer relation 
problems, and family problems. This cluster of questions was 
designed to characterize the conversations between the 
tutor/mentors and their students. How much conversation was 
academic and how much was counseling (non-academic)? The 
results developed a perspective on what percentage of the 
interaction between student and tutor mentor qualifies as 
counseling, or mentoring and what percentage qualifies as 
academic assistance, or tutoring. 
The next series of questions (#15-23) was designed to 
determine the number of contacts, their duration and 
characteristics of the contact. Questions 27 and 28 required 
the student to speculate about the future appeal of a job 
similar^ to the tutor/mentor’s and how much the 
tutor/mentor^s encouraged them toward careers in math, 
technology or science. Questions 15, 16 and 17 asked 
students for the frequency of meetings between tutor/mentor 
and teacher, students, estimation of tutor/mentor’s 
competence and shared discussions of common middle school 
experiences. 
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Questions 18, 19 and 20 asked if tutor/mentor and 
student shared similar middle school experiences and the 
tutor/mentor's impact on the student's in-school behavior 
and attendance. Questions 21, 22 and 23 asked about student 
and tutor/mentor time together outside school, 
tutor/mentor's attendance at school-wide events and the 
effect on student's feelings about school. 
Questions 24-26 assessed the impact of the tutor/mentor 
on the student's lifetime goals and perceived influence on 
the student's self-confidence, his/her level of interest in 
the tutor/mentor's career, and whether they had visited the 
Bank of Boston job site. In open-ended written questions, 
students were asked to describe specific examples of the 
tutor/mentor's impact. These were then examined and 
summarized by the researcher. The questionnaire is included 
in Appendix A. 
Tutor/Mentor Questionnaire 
The questionnaires were distributed to adult 
tutor/mentors by a former mentor from another mentoring 
program at the McCormack School which was independent of the 
McCormack School/Bank of Boston Partnership. The 
questionnaire issued to the mentors appears in Appendix B of 
this study. Questions one to four asked for the demographic 
information. Question 5 asked the tutor/mentor to explain 
why he/she chose to tutor or mentor an early adolescent. 
93 
The results of what motivated tutor/mentor volunteers 
were extracted from questions 5-9. 
Question 6 was open-ended and presented the tutor/ 
mentors with an opportunity to describe his/her greatest 
academic and/or interpersonal success with students. 
Question 7, asked approximately how many tutorial 
sessions were held during 1994-95. Question 8 asked the 
number of missed sessions and the reasons. Questions 9 and 
9B asked tutor/mentors if they intended to continue 
participating in the program in future years, and if not 
why. Questions 10 and 11 solicited general comments on 
tutor/mentor's experience and suggestions to improve the 
program. Finally, question 12 asked tutor mentors for their 
perspectives on the relative strengths and limitations of 
the program. 
Tutor/Mentor Interviews 
In addition to the questionnaire, the researcher 
arranged audiotaped interviews with a diverse selection of 
mentors. Some volunteered during the annual tutor training 
seminar in September of 1994. A second request for 
volunteers was issued by the administrative assistants who 
worked with the Bank of Boston Partnership. There were five 
volunteer respondents. The determination to interview only 
five people was made by the researcher, in conjunction with 
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thesis adviser, in order to provide lengthy anecdotal 
interview quotations in addition to the survey results. 
The actual audiotaped interviews were conducted by another 
Boston principal who holds an Ed.D. from University of 
Massachusetts. 
The interviewer met the interviewee in a private room 
at the school, and read individual questions from the mentor 
questionnaire verbatim. The interview form is in Appendix B. 
The interviewee was given an unlimited amount of time to 
answer each question, on tape. The interviews lasted an 
average of an hour and fifteen minutes each. During this 
time interviewees were encouraged to expand their answers 
and embellish as much detail as they wished. The interview's 
protocol was designed to ascertain in the tutor's own words, 
what being a mentor provided for them and what motivated 
some of them to return year after year. 
I reviewed the transcripts and selected excerpts. I did 
not conduct the interviews myself in order to avoid bias. 
Analysis of Data 
The analysis of the data on mentor questionnaire 
questions One through Five went as follows. I reviewed the 
written answers from each questionnaire and ultimately 
developed broad categories relative to why each mentor chose 
to tutor an urban adolescent. All answers were included 
r 
within one of the following categories. 
95 
The titles of the categories were determined by one of 
two general headings that described the theme of each answer 
group. For example, the answer to Question 5 had the 
following two category headings: 1. Personal Fulfillment/ 
Mentor Satisfaction or 2. Recognize Societal Need for Future 
Adult Literacy. 
The researcher listed the criteria qualifying the 
answers for each category. I measured each response against 
the criteria and then listed each reason for tutoring. For 
example, the personal fulfillment category would include but 
was not limited to those who stated that they had had a 
mentor/tutor as a younger person, and they personally 
understood the importance of a role model. Other answers 
identified the empty nest syndrome: the tutor/mentor’s 
children had left home, but they still wanted to share their 
parenting skills and develop nurturing relationships with 
students. Any mentor who answered that they expected or 
received any "good feeling," in general, by helping 
children, was put into this category. 
The second category recognized societal need for future 
adult literacy. This was defined as any response that 
implied a need to support education in the society. Mentors 
who identified themselves as wanting to improve the learning 
of urban students or who focused on improving the society 
overall through education, were placed in this category. 
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In order to interpret and assign a weighted value to 
each response, a system of scoring was devised which gave 
each answer two points. If the answer to the question fell 
clearly and unequivocally into one of these two categories, 
the response was given two points in the appropriate 
category. For example, if the answer was thought to be 
totally, "societal," the two points were put under the 
"societal" category, for that respondent. If the answer was 
thought the be solely "personal," then two points were given 
to the "personal" category. If an answer was more detailed 
and contained reasons which contained elements from both 
societal and personal categories, then one point was given 
to each category. This method was followed for all 
questionnaires which had answers to these questions. All 19 
mentors answered these questions. That resulted in a total 
potential score of 38 points (19 answers multiplied by 2 
points each). 
This methodology was followed for the tutor/mentor open 
ended essay questions. The answers were then used to 
formulate responses to the research questions. 
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CHAPTER 4 
RESULTS OF THE STUDY 
There are two parts to this chapter: results from the 
tutor/mentor questionnaires and results from the student, or 
tutee/mentee questionnaires. Each part is divided into 
several sections, which correspond to the parts of the 
questionnaire. The chapter ends with some recommendations 
for future mentoring programs gleaned from tutor/mentor 
interviews. 
Tutor/Mentor Questionnaire 
The results of the tutor/mentor questionnaire are 
reported in three categories: The demographic profile, the 
motivations for volunteering, and the characteristics of the 
tutor/mentor-student relationships. 
Demographic Data 
The demographic data included gender, race, age, 
educational level and native language of the tutor/mentor 
respondents. Of 19 tutor/mentor respondents approximately 
half were males (9) and half were females (10). There were 
17 White tutor/mentors and two African-Americans. No other 
racial categories were identified by respondents. 
In the category of age the largest number of 
respondents, nine, were in the 21-31 years age group. 
The other respondents were spread almost evenly among 
the other age categories: two in the 31-40 group; three in 
the 41-50 group; four in the 51-60 group, and one person 61 
and over group. All tables appear in the appendices,(See 
Table I) These age categories were then redefined, with 
"young" being those between the ages of 21-30, "middle aged" 
being those between 31 and 50, and "older" beginning at age 
51. When this category was combined with race 
identification, a more complete profile resulted. The male 
group included two young Caucasian males; four middle aged 
Caucasian males, two older Caucasian males, and one young 
African American male. Females were represented by five 
young Caucasian females, one middle aged Caucasian female, 
three older Caucasian females, and one young African- 
American female. Groups that were not represented were 
middle-aged African-American males and females, and older 
African-American males and females (See Table II). 
Many of the tutor/mentors did not answer the question 
about native language, so the data was not tallied. It is 
assumed that these respondents* native language was English. 
The education profile of the tutor/mentors indicated 
that 16 of the tutor/mentors were college graduates, two had 
advanced degrees and one had a high school diploma. 
Data on Motivation for Adult Participation 
A significant number of the respondents (11) were 
first-year participants. Four were returning for a second 
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year. Two were third-year tutor/mentors, and two had 
tutored for more than three years (See Table III). 
The reasons that respondents gave for participating in 
the program fell into two categories: "personal fulfillment" 
and "recognition of societal needs." The results showed 
that 29 out of 38 points were ascribed to reasons that 
recognized a "societal need." The remaining nine points 
were ascribed to those answers that indicated "personal 
fulfillment" reasons for becoming a tutor/mentor. The first 
category, "personal fulfillment", included responses such as 
tutor/mentor having had his/her own personal mentor as a 
youth, and wanting to serve in the same capacity to a modern 
urban youth. Also, two tutor/mentors mentioned having had 
their own children who were now grown up, and wanting to 
share their parenting skills and experience to fulfill a 
need to nurture and support children. Some tutors wanted to 
be around children and said that it "personally felt good" 
to help children. The following quotation exemplifies this 
motivation. 
"She gets good grades. And again, I think that's mainly 
due to her. We started in sixth grade. I had originally 
signed up to be a social studies tutor. A little while into 
the semester she decided that she needed more help with math 
and I said, "Oh great." Math was never really my subject. I 
was a European history major in college and I felt ready to 
go into social studies. So, my math has gotten better, too. 
She's helped my math. I think at times, she and I would be 
at the board trying to figure some problem together. But, 
she's doing very well. I have a lot of confidence in her. 
So, it's really been great for me...gotten a lot from her. 
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The second category, "societal needs", included reasons 
such as having been involved in education before changing 
careers, and wanting to remain involved with their previous 
profession after retirement or a career change. Others who 
were taught in suburban schools wanted to help inner-city 
students. Some tutor/mentors stated that education was 
important to society as a whole or that they wanted to model 
morals and principles, like commitment and obligation, to 
young people. 
"I think that this is a great program. I grew up in 
Norwell and went to their public schools. Now I realize 
how lucky I was to grow up in that kind of environment. 
Whereas in the city you have a lot more temptation to goof 
off and not realize just how important education is. I 
believe that the only way to help society as a whole is to 
push education..and to show children how important it is to 
feel good about themselves and respect one another." 
The motivational responses were then divided into two 
categories: "emotional" and "cognitive". The 
emotional/motivational category included answers such as 
wanting a better relationship with the students and a 
determination that children need improved emotional states. 
This would create a healthier attitude toward school, which 
would, in turn, result in improved performance in academic 
pursuits. 
"I think to the extent that any mentor can spend time 
on an academic subject and actually advance the student or 
the student can have interactive time with an individual who 
is somewhat expert in the topic, I think that has to be 
good. I think we've all benefited in some way when you bump 
into an expert, be that home repairs, or be that a mechanic 
101 
for your 
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car, there is always something to be learned when 
with an expert or somebody who is more expert." 
cognitive/motivation category included wanting 
to do better on tests, scores and grades: to 
their verbal skills; or to have a calming effect on 
so that their classroom behavior could improve. 
"Because I tutor English as a Second Language (ESL), my 
success has been measured over a long period of time. I’ve 
noticed a great improvement in my tutee’s comfort level with 
verbal communications. He was very reserved when I first 
met him. When his verbal ideas couldn’t be communicated he 
used to shrug and change the subject. Just today, I observed 
him using different words to convey his thoughts and he 
didn’t give up. I believe the individual encouragement 
helped him gain some confidence, which is very important at 
his age and in his situation." 
Responses were almost equally divided between the 
motivational categories: 17 comments were categorized as 
’’emotional/ motivation” and 19 as "cognitive/motivation” out 
of a total of 39. One mentor did not respond to the 
question. 
Characteristics of the Tutor/Mentor Relationship 
In this study three components of tutor/mentor 
relationships were monitored: number of meetings, reasons 
why meetings were missed, and tutor/mentor's overall 
assessment of their success in working with students. 
Mentors were also asked to describe their relationships with 
their mentees. The first characteristic of the relationship 
was the number of sessions that tutor/mentors had with their 
students. Since the majority of respondents were first-year 
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tutors they started meeting with students after the November 
training session. This allowed a total of 12 weeks between 
November 15 and March 10 when they could have weekly 
meetings. 
Nine first-year tutor/mentors reported meeting with 
their students between 10 and 12 times, with the average 
being 11.2 meetings for that year. The second group, 
comprised of tutor/mentors with two or more years of 
experience, reported meeting with their mentees between 15 
and 20 times from September 16 to March 10. 
Because these returning tutors/mentors did not need to 
repeat the training, they could begin during the first month 
of school. The 10 mentors in this group met their students 
an average of 17 times out of a possible 20. 
The next question asked why meetings did not take place 
regularly, if that was the case. Who was canceling the 
meetings, the tutor/mentors’ or the students? The question 
explored reasons for missed tutoring/mentoring sessions. 
Meetings were missed either for "student based" reasons, 
including absenteeism and illness or "tutor/mentor based" 
reasons, including absence from work, overwhelming workload, 
m 
illness and bad weather during the winter. 
Each respondent was given two points for this answer. 
One point was given for tutor/mentor-based absences, and one 
point for student based absences. Two points could be 
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assigned to the tutor/mentor if all of the missed meetings 
were his/her fault. Likewise, two points could be assigned 
to the student if all of the missed meetings were his/her 
fault. One point could be given to each category if both 
parties shared the reason. Two questions explored reasons 
for missed tutoring/mentoring sessions. Of the available 36 
points, 29 points were attributable to the tutor/mentor and 
the remaining seven were attributable to the student. 
The third characteristic was the intensity of the 
commitment within the mentor-mentee relationship. Each 
tutor/mentor stated whether or not they wished to continue 
with the same students as an indication of the intensity of 
the relationship. They were also asked whether they wished 
to continue tutoring the same student, continue with a new 
student, or discontinue in the program. 
Seventeen out of the 18 tutor/mentors wished to 
continue with the program. Of these 17, five would require a 
new student, because their tutee/mentee was scheduled to 
graduate. The remaining twelve tutors/mentors wanted to 
continue with the same students. One was undecided about 
continuing in the program. The reason for this decision is 
not indicated in the survey. 
The fourth measure of the relationship was the 
tutor/mentor's description of the relationship with the 
student in either positive or negative words. Tutor/mentors 
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were asked to characterize their feelings about their 
individual successes with their students; their answers were 
categorized as either "positive" or "negative." 
Out of 36 points, 30 words or expressions were 
categorized as positive and six as negative. One 
tutor/mentor did not respond. "Positive" comments included 
such words as rewarding, challenging, supervised, positive, 
fulfilling and enjoyable. The "negative" comments included 
the words disappointing, frustrating, not sure and helpless. 
Here are a few quotes from tutor/mentors: 
"Yes, I tell my student that a college degree is very 
possible. Being bilingual, it's only a temporary obstacle 
and that it might be possible, to become fluent in the 
English language and overcome it with time and victory, and 
hard work. Otherwise, tutoring has been a very rewarding 
experience for me, personally. At times you wonder if other 
people know that we could, probably could, improve the 
standard of the educational system if everybody contributed 
only this much of their time or effort. Stop waiting for 
the government, the government to do this or do that. Just 
a little." 
or 
"My student complains every time that she is asked to 
read her new social studies text book. She says that she 
doesn't have any interest in the subject matter. She says 
that she doesn't care or that.the material is boring. It 
truly saddens me. As a tutor you come to expect a certain 
amount of disinterest, but not to this extent. Apathy is no 
stranger for teachers and administrators. Tutoring does 
provide a vehicle for students to take charge of their 
learning. But, I feel that once a week isn't enough. This 
results in frustration on the part of both parties." 
Program Recommendations 
The tutor/mentors were asked to comment on the 
structure of the program, and to make recommendations for 
future years. Twelve tutors gave communication or 
structural suggestions for improvement, and 7 had no 
suggestions. These suggestions were placed into a two- 
category system, with a total of 24 points being scored 
since five mentors did not answer the question and two had 
given no suggestions. The "communication" category received 
18 points, and the "structural" changes received six points 
(See Table IV). 
The suggestions fell into two categories: "increased 
communication" included conditions such as better 
communication between teacher and tutor, and between bank 
and school administrators to provide more feedback; 
"Structural changes" would permit tutors to begin earlier in 
the school year with students and/or remain longer than the 
class period when necessary. Here are some examples of 
their suggestions: 
Strengths: Healthy role models to support project 
positive attitude among students; one-on-one sessions which 
allow for more efficient instruction. 
Limitations: Need for feedback sessions on the 
progress of the student. Are we making a difference? More 
teacher-tutor interaction needed. 
"I think that both bank and school already provide 
enough support." 
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"I would like to see the tutoring program begin 
earlier. The first meeting with my student was November 1." 
"I know that the bank was slow this year recruiting 
volunteers. However, if we are going to be tutoring, we 
should begin no later that October 10/llth." 
Along with recommendations, tutor/mentors described the 
greatest strengths and weaknesses of the program. They saw 
the bank's commitment by allowing employees to be involved 
in this program as a great strength. They also cited the 
early adolescents themselves. 
When the data for this question were placed into the 
two categories of "strengths" and "weaknesses," several more 
strengths emerged: 1) students learning the meaning of 
commitment; 2) the tutors/mentors providing consistent 
support for students; 3) supportive role of professionals 
from the Bank of Boston; 4) the establishing of good 
relationships with young people; and, 5) tutors being good 
role models for the students as caring adults. Again, here 
are some examples: 
"Time is limiting for all concerned. Periods are too 
short. But..if they were longer some tutors wouldn't be able 
to do it." 
"For reason number #1 I have sometimes felt badly about 
having "my" time come during a lesson period. Robbing Peter 
to pay Paul?" 
"A strength is having bank support for the project and 
its employees in their efforts to be part of it.( I'm a 
great believer in our need for community!)" 
"Strength can be some real friendship and/or mentor 
relationship developing for the kids." 
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"I think that the program is great in supporting the 
kids and showing them that people are interested in them. We 
are there to help them with all of their problems, not just 
school work." 
"I believe that the strength is the commitment of the 
volunteers in the tutoring program, along with the students 
who in my opinion are also very committed to the program." 
"The strengths are that each individual student is 
helped by the process. It is hard to imagine that there 
could be a negative impact on any individual student. Also 
the tutors get a first hand view of the quality of education 
in the Boston Public School and can become well informed 
advocates for improvements. The only limitation is the 
number of tutors available." 
Under the second category, weaknesses, tutor/mentors 
mentioned several needs they felt had not been met: better 
communication with the teacher and the school, the need for 
more tutoring sessions, and feedback from the teachers. 
Several problems were mentioned only once: the tutee 
misunderstanding the role of the tutor/mentor; the 
difficulty of focusing the sessions from the traditional 
rote memory strategies to the basic learning strategies, 
such as organization and vocabulary development; and the 
mentor/tutor’s bewilderment when faced with a student's 
apathy. 
"One class period is not enough time to have an impact 
on the actual scholastic material." 
"The school librarian was always accommodating and 
congenial as were most, but not all staff encountered." 
"The science topics seem rather complex and seem 
to rely greatly on the understanding of many terms that are 
new to sixth graders from an urban environment." 
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"A program that puts less stress on grades and 
more into the excitement of learning concepts would possibly 
make the subject matter more appealing." 
A score of 14 points was given for the "strength" 
category and 20 for the "weakness" category out of a 
possible total score of 34. 
Student Questionnaires 
The data from the student questionnaires were analyzed 
into three categories: demographic data (age, sex, ethnic 
and racial identification); characteristics of 
tutor/mentor and student conversations (what they may have 
talked about); and the impact of tutors/mentors on student 
behaviors in school(Was there, in fact, an impact?). 
Twenty-two students were given surveys to complete; all 
22 were returned to the researcher. In this group of 22 
student tutees there were 6 males and 16 females. Of these 
22 students, 12 were African-Americans, three were West 
Indian three were Cape Verdean, two were Hispanic; one was 
Caucasian; and one was Asian. Combining racial 
identification and gender there were 10 African 
American females, three Cape Verdean females, and 
two African American males, two West Indian males. The group 
also contained one Hispanic male, one Hispanic female, one 
Caucasian female, one West Indian female, and one Asian 
female (See Table Va & Vb). Students were referred to the 
tutor/mentoring program in various ways. Of the 22 
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referrals, 11 were requested by the students themselves; 
nine students were referred by the homeroom teacher and two 
were referred by the parents (See Table VI). Students 
participated in the program for help in math and science in 
almost equal numbers. 
Nine tutees sought assistance with math and eight with 
science, while one wanted an older person with whom to talk. 
Two gave no answer to this question; thus only 20 tutees 
were counted. 
Eighteen of the 22 tutor/mentors were of the same 
gender as their tutee; Four pairs were of opposite genders. 
The vast majority of the mentor/tutors, 19 out of the 22, 
were of different races from their tutees. Only two tutees 
had tutor/mentors of the same race. One student did not 
answer the question, resulting in 21 responses. 
Similarly, on the question of native language, only 21 
tutees answered. Nine spoke the same native language as 
their tutor, while twelve spoke a different native language. 
Seven of the 22 respondents were first-year students at this 
school, seven were second-year students, and eight were 
third-year students. 
The majority of the students were experiencing their 
first year in the program. Out of a total of 22, 14 were in 
the first year of the tutor/mentoring program, four were in 
the second year, and four were in the third year (See Table 
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VII). Among the tutees who had been in the program for more 
than two years, the consistency of their tutors' involvement 
was evenly distributed. Of the eight tutees who had been in 
the program for more than one year, two had had the same 
tutor for all three years in the program. 
Two tutees have been in the program for all three years 
and had had the same tutor for the last two years (See Table 
8a). Of the remaining four tutees, two had been in the 
program for two years with the same tutor, and two had been 
in the program for two years and had two different tutors. 
Sentence Answers 
The second set of data analyzed here were responses to 
questions which required written, multiple-sentence answers 
from the questionnaire. Almost equal numbers of tutees 
reported that their tutor/mentor spoke to their teachers 
often and sometimes. Out of a total of 22, eight stated that 
their teacher and their tutor spoke often, while nine said 
they spoke sometimes and five said the teacher and the tutor 
never spoke to one another. 
The majority of the tutees (19) reported that their 
tutor/mentor never spoke to their parents, while three said 
that discussions sometimes took place between the parent and 
the tutor. Thirteen of the tutees reported that they had 
spoken to their tutor/mentors about high school at some 
point. Of the twenty-two respondents, nine sometimes spoke 
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about high school with their tutor, eight never did, and 
four often spoke with their tutors about high schools. 
All tutees spoke to their tutor/mentors about school 
problems. Again, the numbers were divided almost evenly 
between those who did so often (10), and those who did so 
sometimes (11). However, all the tutees did so at one time 
or another. 
Fewer students would speak with their tutor/mentors 
about their behavioral problems in class. Of the 22 tutee 
respondents, 16 never spoke about in-class behavior problems 
with their mentor/tutors, while five said they did so 
sometimes, and one did so often. 
The same held for problems at home. Of 21 respondents, 
one did not answer, 17 said they never spoke to their 
tutor/mentors about home problems, while four did so 
sometimes and two stated that they had no home problems of 
which to speak. One did not answer (See Table IX). 
On the issue of conferring with a teacher, one 
respondent did not answer this question. Some students 
seemed unaware of relationships between adults. Of the 21 
who did respond, ten said they never met with the teacher 
and tutor/mentor, while nine reported that they talked 
sometimes and two stated that three would often speak 
together about the lesson. 
112 
The vast majority, 21 of 22 respondents, felt that 
their tutors were good teachers and instructors; only one 
did not. The majority of the tutees reported that at one 
point or another, they and their tutor/mentor spoke about 
shared middle school experiences. Of the 22 respondents, 
eleven said they sometimes spoke of shared middle school 
experiences, four often did so, and seven never did. When 
asked if they thought that they and their tutor/mentor’s 
middle school experiences were similar, the majority of 
tutees stated that they had had dissimilar experiences. 
There were 21 responses to this question: five tutees stated 
that they and their tutors shared similar middle school 
experiences, and 16 tutees never discussed whether they had 
had similar middle school experiences with their tutors. 
Changes in Behavior 
The vast majority of tutees reported a change in their 
attendance pattern since they began meeting their 
tutor/mentor. Of the 22 tutees, 17 stated that they had 
begun coming to school more often since they became involved 
with their tutors. The other five stated they were coming 
to school no more than before becoming involved. 
The majority of the tutees, 16 out of 22, felt there had 
been a change in their academic behavior since they started 
seeing their tutor/mentors. 
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The other six saw no change in their behavior. 
Furthermore, among the 16 who answered "yes" to this 
question, ten said they had moderately fewer problems, five 
had significantly fewer problems, and only one reported that 
he/she had the same amount of problems as before. 
The majority of the respondents (17 of 21) did not see 
their tutor/mentors outside school. Four tutees, however, 
reported that they shared experiences outside the school. 
The vast majority of tutors, 18 of 22, did not attend 
school-wide events. Of the four responses who did, one 
attended the Social Studies Fair, three attended the Perfect 
Attendance Luncheons, and one also promised to come to the 
graduation when it occurred. 
The majority of tutees, 14 of 21, felt that their 
tutor’s involvement changed their attitude toward school, 
while ten answered "somewhat" to this question and seven 
students answered "no". The majority of tutees, 16 of 21, 
reported that their tutor made them feel that they could 
accomplish more in school; five answered "no". 
The majority of the tutees reported that they were not 
interested in their tutor/mentor's job at the Bank of 
Boston. Of 22 respondents eight were interested and 14 were 
not. 
The majority of the students, 17 of 22, had not gone 
with their tutor/mentor to visit their job site, at the Bank 
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of Boston. Only five said their tutors had taken them to the 
Bank of Boston and shown them their worksite. The majority 
of tutor/mentors had, however, spoken to their tutees about 
the details of their jobs. Of the 22 tutees, 17 answered 
that their tutors had done so, while five answered "no". 
The majority of the students, 14 of 22, reported that they 
did not want jobs like those held by their tutor/mentors. 
However, eight answered that they might want a job like 
their tutor's. 
The majority of the tutor/mentors, 14 of 22, did not 
encourage their students to go into careers involving math 
and science. Eight tutees said their tutors did encourage 
them to look into careers that involved math, science, or 
technology. 
The majority of the students, 12 of 21, stated that 
their tutor/mentor changed the way they felt about school. 
Of the 12 who said their tutors changed their thinking, four 
believed now that school should be valued and that it "pre¬ 
pares you for life"; three felt that the tutors helped them 
with the subject matter and that it made more sense now. 
Two felt that they could now walk away from trouble and 
be more positive; two felt more overall school involvement. 
Finally, one admired his tutor because he is "smart and hard 
working." 
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Those who answered "no" to the above question fell into 
three categories: six felt the same way afterwards as they 
did before working with the tutor/mentor, two already had a 
good feeling about school, and one felt that he/she was "my 
own motivator" and that the tutor had no impact on their 
efforts. The vast majority of students, 18 of 22, felt that 
their tutor did give them help with school work. 
Of the 18 "yes" answers, the detailed written responses 
fell into five categories: five were helped by learning 
basic skills in the subject matter, such as sounding out the 
words and vocabulary; four were encouraged to study harder 
and do more homework; two have better overall understandings 
of school and are more focused; two are encouraged by having 
the tutor always available to them (i.e., call any time); 
and one had no other comment. 
The majority of the tutees, 14 of 22, reported that it 
was not important to have a tutor/mentor of the same sex, 
language or race. Of the eight who answered that sameness 
did matter, four felt overall sameness led to a better 
relationship, and two felt that language match was 
important; two felt that a gender match was important. 
Out of the 14 who answered "no" to the above question, 
six felt they were helped anyway despite any differences, 
and six said that they had no prejudices at all. Two said 
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they liked the diversity. One said she had great admiration 
for her tutor despite their differences. 
On the question of the most important change that 
the tutor/mentor had made in the tutee’s school attitude, 
the students' answers fell into four categories: eight felt 
no changes at all in their attitudes; seven saw a change in 
their behavior such as being more hardworking, respectful 
and positive; four felt they had less difficulty in school 
subjects and better understanding; and three saw a change in 
self-image, such as feeling that they could accomplish 
anything. 
On the question of what the tutee admired most about 
his/her tutor/mentor, the answers that fell into six more 
diverse categories. Ten said they were nice and very 
helpful, friendly and sensitive. Five liked their tutors 
because they were smart, or intelligent, one for being a 
hard worker and goal-oriented, one because they had fun, and 
one did not know. The final question, on whether the 
tutor/mentor had served as a role model, generated 22 
responses which fell into five distinct categories. Nine 
were impressed by the tutor's intelligence, especially in 
their subject matter; and two were encouraged by the tutor's 
ability to make them believe that they could be anything 
they wanted to be. 
117 
One student said that his tutor was willing to admit 
that he was wrong if he didn't know something and encouraged 
the youth, one said the tutor was nice and friendly to the 
tutee, and one had no comment. 
Here are some of the quotations from students: 
"My tutor has changed the way that I feel about school. 
Now I am more into school and into my schoolwork." 
"I feel much better about school. Before I met my 
tutor, I thought that school was a waste of time. But, he 
encouraged me a lot." 
"My tutor has taught me to be positive, honest and to 
behave in school. I admire the way that she arranges her 
goals in life and her job." 
"At first I thought that all subjects except math were 
hard. Then my tutor showed me that it was important to 
learn the definitions of the words and then everything else 
was easy. He knows a lot of things that are important to 
know, but mostly the definitions of words. He knows how to 
explain them in a way the I can understand." 
"My tutor is a role model because I love math and I 
want to grow up to be good in math like him." 
"My tutor got a good education when she was growing up. 
Now I am looking forward to getting a good education too." 
118 
CHAPTER 5 
CONCLUSIONS 
Early adolescent development affords urban middle 
school students very few years to avail themselves of the 
leadership and encouragement of willing adult mentors. This 
window of opportunity for those who support middle school 
initiatives helps students develop motivation and 
conceptualize high school, college and work possibilities. 
Since the late 1980Ts a significant number of mentoring 
programs were eagerly received by educators, business and 
others. Michael A. Ballin, president of Public/Private 
Ventures, a youth advocacy group, reported that mentoring 
programs were "popping up like daisies in a meadow." These 
mentoring programs have developed to match interested adult 
with students who need help with career decisions and the 
sequential process of getting through school and the 
complexities of coming into adulthood in the twentieth 
century. The adult mentors might include college students, 
clergy, executives, vocational workers, journalists, 
technicians, scientists, and retired persons. 
Unfortunately, according to Mr. Ballin, the urgency was 
driven by a desire to help in a mentoring program that made 
sense to the adult participants and did not consider the 
complex nature of this personal relationship. 
A foundation called the National Media Center recruited 
educators and social scientists to locate, identify and 
categorize these mentoring programs, in order to create a 
national network. Many of these programs were designed to 
help poor African American and Hispanic students. The reason 
for this focus is that African American and Hispanic student 
are in greater risk of being locked out of educational, job 
and career advancement opportunities. 
For example, Lisa Nehus, a project coordinator for the 
National Media Outreach Center, began the task of 
establishing a national network of mentoring programs in 
January of 1990. Ms. Nehus identified at least 126 
mentoring program contacts. Only in the broadest sense did 
these mentoring programs resemble their 85 year old 
ancestor, Big Brothers/Big Sisters of America. There was 
much less emphasis on providing surrogate relatives and more 
on offering friendly advisers. However, more recently 
evolving middle school mentoring programs began to offer 
models which combined the roles of surrogate parent with 
that of adviser and tutor. 
This type of mentor was essential to help the early 
adolescent clarify his/her self image and gain academic and 
emotional support. 
In an era of more single parent families, latch-key 
children of all races, schools overburdened by drugs and 
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violence, teen disenfranchisement and governmental 
underfunding, all students need additional support. But in 
the end, there was much disagreement among supporters of the 
mentoring movement about exactly what should constitute a 
mentoring relationship. They also disagreed about whether 
such relationships could be mass produced, and developed, on 
a large scale. 
Given the kind of relationships and level of 
volunteerism that private businesses now wish to establish 
with public schools, businesses have shown a willingness to 
absorb the costs of releasing full-time employees to serve 
as tutor/mentors for urban teen-agers, through a formalized 
program that is connected with a school or community 
institution. Evidence of this willingness and examples of 
these programs are found in the literature review on urban 
mentoring programs. 
Therefore it was important to identify which 
characteristics create the ideal profile of an adult 
tutor/mentor. 
In this last chapter the results of student and 
tutor/mentor questionnaires and tutor/mentor taped inter¬ 
views were used to answer the four research questions posed 
in Chapter Three. These results provide more information 
about the nature of tutor/mentor programs and their impact 
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on early adolescents in school. The results also reveal some 
of the complexities of each relationship. Even when an ideal 
profile is established, it may not replicable. 
Profile of the Ideal Mentor 
The characteristics that mentors exhibited as role 
models, according to students, were friendliness, caring, 
and knowledge of the subject area. Further, tutor/mentors 
repeatedly told students that they could be anything that 
they wanted to be, while assisting with academic 
assignments; these behaviors encouraged further trust and 
communication with the tutee. Based on the student 
responses to the survey questionnaire, neither sex, race nor 
language sameness was deemed important by the 14 out of the 
22 surveyed. 
However, it is significant to note that for the eight 
students who did identify sameness as important, four 
thought that overall sameness was important while two 
specified sex sameness as the only important characteristic, 
and two others identified language sameness as the only 
important characteristic. 
For those four students who felt that overall sameness 
was essential, the two who thought that sex sameness was 
essential sited very specific reasons for their selections. 
One cited ability to communicate without comprehension 
difficulty, while the other student stated that someone with 
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the same native language could help tutor the student in 
English because he/she would understand the difficulty of 
learning the new language. The two students who stated that 
they thought sex sameness was essential said that if they 
wanted to engage in, "girl talk" or "boy talk" with their 
tutor, it would be easy to do so with a tutor/mentor of the 
same sex. When the need to discuss personal or developmental 
issues arose, the need for a same sex, same race or same, 
language tutor was important to these students. For these 
eight students, the reasons for wanting certain similarities 
with their tutor/mentors appeared to be based on specific 
counseling and/or instructional needs that they wanted the 
tutor/mentor to satisfy. 
The requirements mentioned by these students were based 
on the role they wanted their tutor/mentor to play. A 40% 
response rate identifying sameness as a characteristic for 
ideal mentor match-up is not surprising, because most early 
adolescents are looking for role models (Bondi & Wiles, 
1989). Most of the students who had tutor/mentors of the 
same gender said that they were very pleased with their 
pairing. 
Almost all of the tutor/mentors and the tutees saw their 
relationships as successful, though there were very few 
instances of students and tutor/mentors having the same 
racial identity. Fourteen out of twenty-two students said 
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that characteristic of matching racial identification was 
not relevant. A number of students said that to accept 
or reject a tutor/mentor on the basis of race would be a 
form of racial prejudice. The racial identification char¬ 
acteristic proved to not necessarily be a factor in good 
matchings. Three of these students mentioned that the 
racial, sex and language differences from their 
tutor/mentors enhanced the relationship: 
"Race and sex don't matter as long as he can help me 
out." 
"He can help me learn about differences of people 
from different backgrounds." 
"You can't really judge a person who is teaching 
you. It doesn't matter what color the person is on 
the outside, it what's inside that counts." 
The majority of student respondents listed as important 
characteristics the qualities of intelligence, "smartness," 
and academic competence in the subject area in which they 
were being tutored by the tutor/mentor. 
Since ninety percent of the tutor/mentors in the program 
had college degrees, mentors were well educated. These 
qualities contributed to a successful relationship. 
All of these findings are supported by research on the 
social-emotional growth of early adolescents. At this stage 
of their growth and development, early adolescents begin to 
look at adults outside their families as alternative role 
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models, (Bondi & Wiles, 1989). No ideal age for mentors 
emerged from the surveys. Nine respondents were males and 
ten were females. The largest number of tutor/mentors were 
between 21-41 years old and the vast majority were college 
graduates. 
There seemed to be few commonalties in the backgrounds 
of the tutor/mentors, when compared to one another. A 
number of the tutor mentors came to work at the bank as 
the transition to a second career. Some had their first 
career in education. 
One retired teacher stated that she had hoped to contin¬ 
ue to be involved in education in the future, although 
financial realities made it necessary for her to seek a 
higher-paying job. 
Other tutor/mentors were raised in suburban school 
systems, where they saw innovation and high academic 
expectation as the standard. Two tutor/mentors who came to 
the bank from other countries had a different perspective. 
They found in the tutoring program an opportunity to give 
back to the United States in much the same way that the 
United States of America provided relief and opportunity to 
their homelands. 
One tutor/mentor came to the United States because of 
the Peace Corps volunteerism in his country; 
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"I felt that it goes back to my background. I know that 
each individual can do, can make a difference, in righting, 
whatever you think is wrong or contributing to making things 
better. So that was the primary force behind why I worked 
here. Number two was the fact that I,myself, have indirectly 
taken advantage of the generosity of the American people, so 
to say. I can go back to the late sixties when we had so 
many Peace Corps volunteers come to Eritrea and trying to 
help students like myself, my friends, to learn the language 
or the sciences; they would even go to the countryside to 
help the farmers to till their land better. This approach 
of this nation who would go all over the 
world to help people who needed help." 
Motivating Factors for Student Participation 
The second important set of findings from this research 
was the motivating factors for an early adolescent to become 
involved with a mentor or tutor. The majority of the tutees 
were referred for tutoring by their homeroom teachers. The 
second largest group of referrals came from the students 
themselves: most signed up for academic help in math and 
science. This marked the beginning of their involvement 
with their tutor/mentors. As the relationship progressed, 
students reported that what they admired most was the 
tutor/mentors1 apparent caring and helpfulness. Students 
wrote that tutor/mentors continually encouraged them through 
academic questions, and gave them personal strategies for 
maintaining motivation and confidence. 
"My tutor tells me that I am smart, but if I need 
help to ask for it." 
"Before, I used to get into trouble in school. Then I 
stared talking to my tutor. I stopped getting into so much 
trouble. She would tell me over and over, to stop hanging 
around with those kids who get me into trouble. 
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"My tutor tells me that I would get a lot more from 
school if I showed my teachers more respect." 
"I used to think that school was a waste of time. 
Then I met my tutor and he encouraged me a lot." 
The discussions included encouragement from the 
tutor/mentor and demystification about preparing for high 
school. All of the tutees commlnted that they confided in 
their tutor/mentors about the school problems that they had 
experienced. Thus the students clearly saw their 
tutor/mentors as trusted confidantes who had salient problem 
solving recommendations. Further evidence for the quality of 
relationships is offered by the level of commitment. Both 
the survey data and the tutor/mentor interview responses 
indicate that tutoring sessions were missed far more often 
because of factors in the tutor/mentor’s lives than by 
student reasons. One tutor said: 
"The absenteeism was never on the student's part, I 
think R.J. had 100% attendance. As I mentioned before, the 
only time I missed was because of work-related conflicts." 
One of the more telling pieces of evidence that the 
tutor/mentors were caring is that many reported they wanted 
to have much more time to work with their students. Some 
tutor/mentors actually arranged to see their students 
outside school. There is no requirement for tutor/mentors to 
make up missed sessions; therefore all these rescheduled 
visits were initiated by the individual tutor/mentors and 
their students. 
The mentoring apparently improved attendance as well. On 
the student surveys, 17 out of 22 students reported that 
they came to school more frequently after they began seeing 
their tutors. The five who answered that they did nob, come 
to school more frequently, may have had good attendance 
rates, in any case. A considerable number of students said 
that their attendance improved after they started seeing a 
tutor. This improvement accompanied earlier comments 
regarding student's positive feelings toward their mentors. 
Thus two pieces of evidence suggest that students had 
developed trust in the adults. Consequently, they worked 
hard at improving their attendance and made themselves 
available on the days when their tutor/mentors were 
scheduled as well as other school days during the week. 
The tutor/mentor relationship also provided 
opportunities for students to develop trust in other adults. 
The level of trust manifested itself in two ways. First, 
the tutees gave their tutor/mentors some very personal 
information. Although the students who were interviewed 
stated that they and their tutor/mentors did not discuss 
home problems, the tutor/mentors who were interviewed did 
speak of detailed discussions of home-based personal 
"issues" which gave them an opportunity to counsel and 
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advise the student about many areas beyond their academic 
instructional needs. 
The audio-taped interviews involved tutor/mentors who 
were in their second and third years of participation, and 
thus had deepened their relationships with their tutees. 
One of these tutor/mentors was asked if he felt that his 
successes were really determined by the student’s feelings, 
academic growth, or by his own actions. 
"Yes. Frankly, there's something else that just 
happened last week. We were told up front, we don’t 
know where this relationship would end up. He obviously had 
something bothering him. To make a long story short, it 
turned out that his sister had just been put into a hospital 
for drug rehab. And no one here knew it until he told me 
about it during the meeting and then we got his teacher 
involved. It was nice to be there at a time when he needed 
some help and felt like he could come to me." 
This student was motivated to confide in his 
tutor/mentor because of the level of trust that had 
developed. 
Second, tutor/mentors spoke of developing friendships 
with their tutees. Each mentor used almost identical words 
like, ”1 feel that I have a new friend." One can also infer 
that the students felt supported in these relationships 
because 17 of the tutees reported that their tutor/mentors 
spoke with their teachers. The combined concern for 
students, as well as individual student advocacy, gave 
students an additional perspective on schoolwork, homework 
and academic progress throughout the school year. 
The Impact of Tutor/Mentors on Early Adolescents 
Early adolescents in this study recognized, to varying 
degrees, that tutor/mentors positively impacted their school 
attendance, attitudes, and academic successes, and that they 
encouraged academic aspirations for their futures. Some 
students stated that they thought they should be their own 
motivators, but had not succeeded on their own. The early 
adolescent is in a fragile social-emotional phase while in 
middle school. At this stage students ask, "Am I O.K.?" Am I 
normal, can I succeed?" Positive support of early adolescent 
self-esteem was significantly enhanced when a tutor/mentor 
or other admired adult teacher validated that the student 
was indeed "O.K." This validation came from the 
tutor/mentor, even after he/she saw the student up close and 
was aware of his/her academic limitations. Further, this 
professional gave time and made a commitment which he/she 
clearly values, to share with this student. Some students 
reported that their mentors made them feel as though they 
could do anything that they wanted. 
Parents frequently send mixed messages to students about 
their desire to see them succeed because they harbor grave 
concerns about their ability to finance college tuition, or 
they fear having their children surpass their own level of 
education. Other parents fear that if they encouraged their 
children to go to college, they will no longer be their 
sphere of family influence. One mentor shared that he knew 
what it was like being the first member of his family to 
graduate from high school, go on to college and become 
professional. These are very real and compelling pressures 
faced by many of today’s urban adolescents whose families 
may not know how to be supportive of students beyond the 
daily encouragement. 
The tutor/mentors appeared to make strong attempts to 
help their tutees put adolescent development insecurities 
and questions into perspective. Fifteen out of twenty-two 
students reported that their tutor/mentor shared stories and 
anecdotes from their own middle school experience. The 
majority of students also stated that they had felt a change 
in their school behavior, and showed a marked increase in 
attendance since they stared working with their tutor. 
Students also reported that they could now "walk away" from 
many potentially violent incidents and confrontations 
because of the tutor/mentor's influence and advice. 
Students felt as though they had much more to lose by being 
suspended for violating the code of discipline and counted 
on a feeling of "maturity," when they followed their 
tutor/mentor's recommendations for resisting peer pressures. 
It was interesting that most of the tutor/mentors' jobs 
had very little impact on the job aspirations of the tutee. 
However, this may be due to the fact that early adolescents 
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are still concrete thinkers, and future jobs seem very 
abstract to them. Since few students visited the workplace 
of their tutor/mentor, they were not able to visualize 
their work. Those who did visit could see many employees of 
different ages, races, sexes, and educational levels working 
at their respective jobs, within the same organization. 
Reasons for Adults Volunteering 
The vast majority of tutor/mentors stated that they were 
motivated to volunteer because they recognized urban 
adolescents' societal need to access academic help. Others 
realized that students needed relationships with caring 
adults who were involved in the professional work force. A 
few were parents whose own children had grown up and left 
home. These tutor/mentors wanted to share their parenting 
skills by working with younger children. 
"I guess part of the answer is selfish. My daughters 
are all grown up and I enjoyed teaching them as I did my 
wife's sisters and brothers as they were growing up. They 
lived in the same household. And so, I enjoyed that aspect, 
which is trying to help in the teaching environment. And 
so, when this was presented I just took it as a selfish, 
self-satisfying type of thing. What I learned when I got 
here, however, was that there was a need and, in some 
instances, students were looking for mentors so I just tried 
to fill that gap." 
The business partnership also provided a very convenient 
structure within which to work with an urban adolescent. 
Although the tutors relished their relationships with their 
tutees, most said that they would not have taken it upon 
132 
themselves to go out into an urban school and volunteer to 
tutor, without the formal structure and the release time 
from their employer. They got further satisfaction when 
their employer praised them for their services through 
articles in national publications. 
When asked the reasons for his involvement with the 
partnership one tutor/mentor said, 
"The thing is, it just happened to be the opportunity 
that was offered me. It came through my work at the bank. 
And the Bank of Boston had a partnership with this school, 
as neighbors. It was very convenient. Plus, the management 
at the bank involved the trappings of the business; while 
the main interest is looking for the profit, they do 
encourage community service on the side which was very 
encouraging for me because I'm taking bank's time to come 
and do my tutoring here. So, that also had a lot to do with 
this". 
Another major motivator for tutor/mentors was their 
commitment to the community. Many had been employed at the 
Bank of Boston Columbia Park facility for many years and had 
developed an emotional relationship with both the Columbia 
Point community and their family of colleagues within the 
Columbia Park branch. As the community redeveloped, its 
neighborhood middle school became a huge selling point to 
new residents. 
The bank partnership provided an opportunity for 
individuals to contribute to the geographic community, as 
well as to an individual student. This contribution has far 
reaching support and provides excellent public relations, 
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since many of the students who attend the school do not 
necessarily live in the community. 
Some also mentioned the political climate in the city. 
Tutor/mentors were very pleased with the caring and academic 
consistency that they saw at the McCormack School. However, 
most followed the publicity regarding the Boston Public 
School System, and felt that the students needed personal 
intervention. One tutor/mentor said that she thought that 
the system was totalitarian and archaic. Several tutors 
perceived that the ongoing political warfare among 
superintendents, mayors. School Committee members, and 
parent groups created an overwhelming sense that the plight 
of the students themselves^being ignored. 
Though the majority of tutor/mentors state that their 
reason for involvement was based on societal need, the 
audio-taped interviews tell a different story. Each mentor 
who developed a relationship with his/her tutee made it 
clear that the most satisfying moments came from helping 
students resolve intensely personal problems that had not 
been shared, even with the school. One mentor recounted an 
experience with an eighth grader whose family had immigrated 
from Poland; 
"One of the experiences that I shared with V. M., 
who is my student, was the challenge that he and his family 
faced trying to get his brother back from Poland; he had an 
18 year old brother who was denied a visa in Poland. And so 
he was alone with his grandmother, his parents were here 
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trying to get Vladimir's brother back, I forget his name. 
V.M. and I sat and we drafted letters to the President of 
the United States. We drafted a letter to Senator Kerry, 
Senator Kennedy, and Congressman Moakley. And the exercise, 
while not totally fruitful, did result in letters coming 
back to Vladimir in his home, from that level of government 
acknowledging at least the receipt of his letter and giving 
some guidance on how the family might proceed. The real 
benefit here to V.M. was not so much in getting the results 
he was looking for but understanding a little bit better 
that there is a process whereby you can seek alternative 
assistance from higher levels of government or at least make 
an attempt to have your voice heard because of the 
frustration in the Immigration policy that existed. I think 
V.M. benefited from that experience, I know I did. I had 
never, myself, in my years, written a letter to that level 
of government so it was kind of an interesting exercise. The 
end result, however, V.M's brother did, in fact, end up 
getting a visa and is now here with the family. So, I guess 
the family is living happily ever after. It was a good 
story." 
This type of experience was important to the 
tutor/mentor as well as to the student. 
Though the majority of tutor/mentors said they were 
responding to a societal need to improve the literacy and 
encourage the potential of urban middle school students. 
This initial motivation changed over time. As the 
tutor/mentors continued to meet with the same student over 
the next one or two years, they reported that their friend¬ 
ships became the most important aspect of the relationship. 
The second and third-year tutor/mentors used the terms "new 
friend" to describe their students. 
It was interesting that two of the mentors reported that 
they had mentors themselves when they were growing up, and 
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recognized the importance of the encouragement and 
instruction that they received. 
This finding relates to the generativity research done 
by Erik Ericson (1986). This theory identifies the need to 
pass on to future generations the skills and literacy of the 
previous generation. In Eriksonian terms, generativity 
refers to the adult developmental stage between the ages of 
35 and 60, which corresponds to middle adulthood. One of the 
characteristics of generativity may be a feeling of 
stagnation on the job. 
The stagnation can be counteracted when an individual 
identifies strongly with a career and need to contribute to 
future generations in either a surrogate parent role at home 
or a mentoring role in the workplace (Berkowitz, 1991). 
Thus the tutor/mentoring program provided an opportunity to 
fulfill both sets of adult needs, during the work week. 
Summary 
My experience as an urban middle school principal over 
the past 14 years has shown me that most urban adolescents 
do not recognize the connection between advanced schooling 
and higher income. Many feel that the only way for an 
urban, particularly minority, youth to obtain wealth is 
through success as a professional athlete or a musical 
performer. This concept is difficult to derail, since the 
John W. McCormack School was the middle school for Ralph 
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Tresvant, lead singer of the New Edition and Tony Funches, 
one of the new Platters. Also, the late Reggie Lewis, 
formerly of the Boston Celtics once lived in the Harbor 
Point Development across the street from the McCormack 
School. 
According to Dr. Atron Gentry (1995), 
"Most black boys by the third grade have lost both 
[self-esteem and secret ambitions]. I call this 
"confrontation point," because at about third or fourth 
grade, when schools begin national achievement testing and 
have established their tracks, poor children, especially 
black boys, begin to get the message about their place in 
society. Too many of them have not been taught to read well 
and they have not assimilated successfully into the school 
culture. 
They are no longer little and cute and the teachers dislike 
them and their disdain for their abilities show through. 
Even when their earlier achievement is up to the level of 
other students after fourth grade they fall farther and 
farther behind, usually entering junior high school one or 
two full grades behind." (p.9) 
As a result poor urban students, particularly African 
American and Hispanic males see academic work as having no 
relevance to future success. The sports and music role 
models, all of whom are constantly viewed and admired, are 
examples of success without higher education. It is 
difficult to get adolescents to appreciate that scores of 
equally talented people were not successful in the same 
areas. This reference is not meant to demean or devalue the 
success of the aforementioned athletes or performers. 
However, urban adolescent boys simply do not grasp the odds 
against their being successful as an athlete or a performer, 
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as compared to the likelihood of professional success with a 
college degree. Unfortunately, these students do not see 
the many, formerly poor adults, who grew up to become 
financially successful because of a college education. These 
successful adults are not usually exposed to our students, 
because there are very few formalized programs to bring them 
into consistent contact urban youth. 
Consequently, our students often view prosperity as a 
function of luck, rather than of planning, purpose, higher 
education and hard work. 
For all these reasons school-business partnerships are 
the most critical and unexplored force in urban American 
education. As schooling becomes more expensive, businesses 
have the managerial expertise and technology to assist 
school systems and individual schools. Corporate businesses 
have the human resources to serve as role models for urban 
early adolescents. 
I feel that through tutoring and mentoring programs and 
business partnerships we can address the cognitive and 
social-emotional needs of urban middle school students. By 
presenting adults who offer alternative prescriptions for 
success and who exemplify success through higher education 
we can impact urban youth. As this research has shown, 
caring adults can change the behaviors of early adolescents 
in an urban school. In the future others may wish to measure 
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the impact of tutors and mentors on issues such as 
decreasing teen pregnancy and school drop-out rates, and 
increasing the rates of social enfranchisement of youth and 
family literacy. 
In a recent article entitled "Against All Odds," 
Viadero(1995) notes the conclusions from Emma Werner, a 
professor and child psychologist at the University of 
California at Davis. 
Dr. Werner cited numerous studies that have the same 
findings as to why some children succeed in spite of 
adversity while others fail. The significant adult in these 
successes did not have to be a parent. Teachers, mentors and 
coaches who substitute for parents as positive role models 
can play a key role. The success, she concluded, was 
fostered each time by nurturing, competent adults who 
buffered children from the stresses in their lives. The 
results of this study substantiate her conclusion and match 
what was learned in earlier programs described in Chapter 
Two. 
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APPENDIX A 
DATA TABLES 
Table 1: Age of Tutors/Mentors 
21-30 31-40 41-50 51-60 61+ 
Age Range in Years 
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Table 2: Mentors/Tutors by Age and Racial Identification 
Afro-Am young 
Caucasian older 
Caucas. middle 
0 12 3 4 
Numbers of Mentors/Tutors 
5 
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Table 3: Mentor/Tutor Participation 
Years of Participation 
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Table 4: Mentor Recommendations 
communication structural 
Recommendations 
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Table 5: Male Tutees by Background 
3 -/I 
</> 
Afr-Am W.l. Hisp. Caucasian C.V. Asian 
Racial and Ethnic Identification 
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Table 6: Female Tutees by Background 
Afr-Am C.V. W.l. Hisp. Caucasian 
Racial and Ethnic Identification 
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Table 7: Sources of Tutee Referrals 
self teacher parents 
Sources of Referral 
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Table 8: Student Years as a Tutee 
1 year 2 yea rs 3 years 
Numbers of Years Being Mentored or Tutored 
Y
ea
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Table 9: Mentor/Tutor Pairings for Continuing Students 
Number of Continuing Tutees 
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Table 10: Mentor-Tutee Conversations 
school problems behavior home high school 
Conversation Topics 
APPENDIX B 
STUDENT QUESTIONNAIRE 
Bank of Boston McCormack School Mentoring Program 
1. Indicate your gender _Male Female 
2. Race Afro.Amer_ White_ Hispanic_ Asian 
Native American_ Cape Verdean_ West Indian 
South Pacific Islander_ East Indian 
3. Who referred you to the BKB tutoring program? 
Homeroom teacher_ Subject teacher_ Parent_ 
Student request_ 
4. Why do you think that you were offered a tutor? 
Math assistance_ Reading assistance_ Science 
assistance_ 
Preparation for SSAT-ISEE exam_ Mid-Year promotion_ 
Wanted someone older to talk to_ 
5. How are you and your tutor the same? 
same sex yes_ no_ 
same race yes_ no_ 
same native language yes_ no_ 
6. Is this your first, second or third year as a student at 
the McCormack School? 
First_ Second_ Third_ 
7. How many years have you participated in the Bank of 
Boston Tutoring Program? 
one year_ two years_ three years_ 
8. Have you had the same tutor for successive years? 
yes_ no_ 
same tutor for two years_ same tutor for three 
years_ 
9. Does you tutor ever speak to your teacher? 
often_ sometimes_ when I ask him/her to_ 
never 
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10. Does your tutor ever speak to your parents? 
often_ sometimes_ when I ask him/her to 
never_ 
11. Do you and your tutor ever talk about high school or 
college? 
often_ sometimes_ when I ask him/her to 
never_ 
12. Do you ever talk to your tutor about problems that you 
are having in school with your studies? 
often_ sometimes_ when I ask him/her to 
never_ 
13. Do you ever talk to your tutor about problems that you 
are having in school with your classmates? 
often_ sometimes_ when I ask him/her to_ 
never_ 
14. Do you ever talk to your tutor about problems that you 
are having at home with your family? 
often_ sometimes_ when I ask him/her to_ 
never_ 
15. Do you, your tutor and your teacher ever meet and talk 
together? 
often_ sometimes_ when I ask him/her to_ 
never_ 
16. Do you think that your tutor is a good teacher? 
yes_ no_ 
17. Does your tutor ever talk to you about his/her middle 
school experiences growing up? 
often_ sometimes_ when I ask him/her to_ 
never_ 
18. Do you think that your middle school experiences were 
similar? 
yes_ no_ 
19. Do you come to school more frequently since you began 
seeing your tutor? 
yes_ no_ 
20. Do you think that your tutor's influence has made a 
difference in the number of behavior problems that you 
have had in school? 
yes_ no_ 
152 
I have had fewer problems_ many fewer problems 
more problems_ the same number of problems — 
21. Do you and your tutor spend time together outside of 
school? 
yes_ no_ 
22. Has your tutor come to any school-wide event where you 
were going to be recognized, like the science fair, 
award ceremony, perfect attendance luncheon? 
yes_ no_ If yes, what events? 
23. Has your tutor changed the way that you feel about 
school? 
yes_ no_ somewhat_ 
24. Has your tutor made you feel that you could accomplish 
school goals that you didn't think that you could 
accomplish before? 
yes_ no_ 
25. Are you interested in the job that your tutor has at the 
Bank of Boston? 
yes_ no_ 
26. Has your tutor taken you to the Bank to show you what 
he/she does for work? 
yes_ no_ 
27. Has your tutor ever talked with you about his/her work? 
yes_ no_ 
28. Do you think that you might want to have a similar job 
when you become an adult? 
yes_ no_ 
29. Does your tutor encourage you to look into careers that 
involve math, technology or science? 
yes_ no_ 
30. What types of careers does your tutor encourage you to 
look into? 
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The following are essay questions. Please answer in 
your own words: 
A. Has you tutor changed the way that you feel about 
school? 
yes_ no_ 
Please explain how, or why not: 
B. Has your tutor given you advice about or help with 
schoolwork? 
yes_ no_ If yes, please explain: 
C. Do you feel that it is important to have a tutor who is 
of the same race, sex or language background as you? 
yes_ no_ Please explain why or why not. 
D. What is the most important change that your tutor has 
made in your attitude toward schooling? 
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E. What do you admire most about your tutor? 
F. Do you consider your tutor to have been a role model? If 
yes, describe how. If no, describe why not. 
155 
APPENDIX C 
MENTOR QUESTIONNAIRE 
You have an opportunity to participate in a research project 
which will highlight the success of the Bank of Boston/John 
W. McCormack School Partnership. Mr. Robert Martin, 
Principal, is writing a doctoral dissertation on 
tutor/mentor programs. In the dissertation he will present a 
profile of the characteristics of those adults who opt to 
become tutors/mentors. This portion of the survey is 
voluntary, but your help would be greatly appreciated. 
1. Demographic descriptors of tutors: 
Sex: Male Female 
Age: _21-to-30 31-to-40 _41-to-50 
_51-to-60 _61 and above 
Education _H.S. Grad _College Grad _Advanced 
Degree 
2. For the purpose of a demographic profile, please state 
your racial/ethnic identification. 
3. If your native language is not English, Please identify 
your native language. 
4. For how many years have you mentored or tutored in this 
program? 
others: 
5. Please state, in detail, why you chose to tutor or 
mentor an urban adolescent. 
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6. Please describe what you think is your greatest success 
as a tutor or mentor. 
7. Approximately how many times did you meet with your 
student during the 1994-1995 school year? 
8. Did some of those meetings not take place? Please 
explain. If you did not meet regularly, please identify if 
it was the result of work-related conflicts, student's 
absenteeism or other factors. 
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9A. Would you be interested in participating in the program 
for the next school year? 
yes_ no_ 
If your answer for Question #9 is yes would like to continue 
witH the same student? 
9B. If your answer to Question #9 is no, please give a 
candid reason why you wish to discontinue. 
10. Please comment on your experience as a tutor. 
11. Please describe any aspect of your tutoring experience 
that might be better supported by the bank or by the school. 
12. What do you see as the strengths and/or limitations of 
the tutoring program as a vehicle for helping McCormack 
students achieve success? 
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